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ABSTRACT 

Drawing from an in-depth case study of the 
organizational climate, leadership, teaching, systems, programs, and 
student outcomes at Miami-Dade Community College (MDCC) , this book 
addresses questions related to the achievement of both open access 
and high academic standards in the community college. Chapter I 
presents the rationale for the study and explains the Roueche-Baker 
Community College Excellence Model depicting the character of MDCC. 
Chapter II gives a brief history of MDCC and describes the social 
context of the educational reform program initiated by MDCC in 1975. 
Chapter III outlines the reforms initiated, planned, and implemented 
by the MDCC staff in eight basic areas: (1) curriculum, including 
general education courses; (2) assessment testing; (3) basic skills 
support; (4) Emphasis on Excellence, an honors program; (5) standards 
of academic progress; (6) Academic Alert, a feedback system about 
academic standing; (7) the computerized Advisement' and Graduation 
Information System; and (8) faculty and staff development. Chapter IV 
presents the results and outcomes of these reforms;. Chapters V, VI 
and VII presents findings regarding the organizational climate, 
leadership, and teaching at MDCC. Finally, chapter VIII summarizes 
the study findings. An eight-page reference list concludes the 
voliime. (LAL) 
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i JLcquiring a distinct identity has been a persistent problem which 
has challenged community colleges over the years. The diverse functions 
and services community colleges provide tend to blur their image. Fur- 
ther complicatinfr. definition of the role and status of community 
colleges is their t!a/'i».ion as open-door institutions, a policy which has 
brought them a cro^^ section of the community with a heavy concen- 
tration of students from lower socioeconomic backgrounds and a wider 
range of cultural origins compared with those of most other colleges. 
The diversity among community college students is accompanied, for 
the most part, by academic achievement scores skewed toward the lower 
levels. From this situation arises a question all too familiar to those 
who work in community colleges: Can both access and high academic 
standards be achieved? 

We believe we have found convincing evidence to justify an affirma- 
tive answer. In searching for a solution to the dilemma posed by the 
open door, we decided to look at community colleges that successfully 
meet the needs of their students. Thus, we decided at the outset of 
our study to examine exemplary rather than normative institutions. 
Further, for our sample, we needed colleges with concrete outcome 
data indicative of educational effectiveness. After a selection process 
to determine our sample, we focused our study on Miami-Dade Com- 
munity College in Florida, chosen by a national panel of experts ac- 
cording to specific criteria as representative of the best among this coun- 
try's community colleges. 

Our research on Miami-Dade took the form of an in-depth investiga- 
tion funded by the Sid W. Richardson Foundation, Fort Worth, Texas. 
The Richardson Foundation has a history of interest in and support 
of programs for improving the quality of American education; Valleau 
Wilkie, Executive Vice-President of the Richardson Foundation, in- 
vited us to submit a proposal for support of our study. The Richardson 
grant in April 1984 launched our research of exemplary public schools 
and community colleges. In the first part of our study. Profiles in Teaching 
Excellence: Americans Best Schools^ we investigated junior and senior high 

ill 
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schools selected as "excellent" by the Department of Education's Secon- 
dary School Recognition Program (SSRP) in 1983. The community 
college investigation comprises the second half of our year-and-a-half- 
long study of educational excellence in America. 

We selected the in-depth case study format for our investigation of the 
organizational climate, leadership, teaching, systems, programs, and stu- 
dent outcomes at Miami-Dade. A qualitative, descriptive study of a suc- 
cessful institution is probably more valid and presents a more accurate 
picture of the interrelated components that result in the effective delivery 
of educational systems to a diverse adult population than any other 
kind of survey research that could be employed on the same subject. 
Given a detailed profile and description of an outstanding college, others 
can replicate and transform the organizational model, the leadership 
model, the teaching model, and the systems model from this investiga- 
tion and install them in their own organizations. TTie models presented 
in this study are transferable to other community colleges which are 
also facing the challenge of open access while maintaining high academic 
standards. Thus, the value of the findings of our study lies in the descrip- 
tions of workable solutions to common problems faced by open-door 
colleges. Further, the findings clearly support the contention that open 
access can be maintained and excellence achieved at the same time. 

Therefore, just as Burton Clark (1960) set out to depict the character 
of the junior college through institutional analysis, we endeavor to 
reveal the character of Miami-Dade in our analysis. This college 
represents an institutional type. It has developed systems, methods, 
and policies of leadership and teaching which can work in similar in- 
stitutions. Discussion of each component is meant to reflect the general 
organizational character of the college. The portrait we present is an 
attempt to show the organizational whole or the "gestalt" of an in- 
stitutional type which is applicable to others like it and is worthy of 
emulation. The study is organized along the following lines: 

Chapter I presents the rationale for the study and the Roueche-Baker 
Community College Excellence Model depicting the character of 
Miami-Dade. 

Chapter II gives a brief history of the college and describes the con- 
text surrounding the educational reforms. 

Chapter III outlines the reforms initiated, planned, and implemented 
by the Miami-Dade staff in a collaborative effort. 

Chapter IV presents the results and outcomes of the reforms. 

Chapters V, VI, and VII present our findings regarding the organiza- 
tional climate, the leadership, and the teaching at Miami-Dade. 

iv 
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Chapter VIII concludes the portrait of Miami-Dade by summarizing 
the findings. 

In a study as comprehensive as this, it is impossible to acknowledge 
every individual who significantly contributed to its completion. How- 
ever, we would like to take this opportunity to thank those without 
whose help the study would not have been possible. 

First, we sincerely appreciate the gracious support of Dr. Robert 
McCabe, President of Miami'Dade Community College, and his wife, 
Bonnie. Without their patience and understanding, this study would 
have been impossible. Dr. McCabe helped field-test and pilot our in- 
struments and assisted our Texas research team in every way possible 
during our on-site visits to Miami-Dade's four campuses. We would 
also like to express our gratitude to Ms. Suzanne Skidmore, Assistant 
to the President, for providing the research team with administrative 
assistance, answering our numerous requests, and providing us with 
voluminous documentation. Further, we would like to thank those 
individuals who made time in their busy schedules during our visit 
to Miami-Dade to lenH special assistance to the research team: Dr. Ter- 
rence Kelly, Vice President of North Campus; Dr. Elizabeth Lundgren, 
Vice President, Medical Center Campus; Dr. William Stokes, Vice 
President, South Campus; Dr. Maureen Lukenbill, Director of Faculty, 
Staff and Program Development, South Campus; Dr. Suzanne Richter, 
Dean of Instruction, Wolfson Campus; Luis Klitin, Director of Educa- 
tional Technology and Campus Operations, Medical Center Campus; 
Ms. Marta Quintana, Secretary, Wolfson Campus; Ms. Pat Ballard, 
Secretary, North Campus; Ms. Barbara Deegan, Secretary, South Cam- 
pus; and Ms. Jackie Claflin, Secretary, Medical Center Campus. 

In addition, our very special thanks go to Dr. John Losak, Dean 
for Institutional Research, and his staff for conducting the process of 
selecting exemplary professors and administrators for participation in 
our study, for administering our climate instrument, and for providing 
invaluable documentation of institutional research data. 

We wish to give special acknowledgement to the outstanding admin- 
istrators and professors participating in our study who are the heart 
of our investigation. The names of these outstanding individuals are 
listed in the text. Thanks to them for their thoughtful responses, for 
their patience and understanding, and for their enormous contributions 
to educating and helping adults in our society. 

For summarizing the history of Miami-Dade and the research docu- 
mentation of the reforms, we owe a special debt of gratitude to Ann 
Parish, herself an outstanding educator in the Austin Independent 
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School District. Her meticulous attention to detail, her concern for 
accuracy, and her excellent writing ability are all greatly appreciated. 

Patricia L. MuUin and Nancy Hess Omaha Boy served admirably 
as senior researchers with us on the Richardson study. Each brought 
to the project many years of teaching experience in both public schools 
and community colleges. They have made major contributions to the 
study through their data collection and analysis efforts and their con- 
tributions to the final manuscript. Currently, Dr. Omaha Boy is serving 
as Executive Dean at the branch campus in Omak, Washington, of 
Wenatchee Community College. Dr. MuUin is Associate Dean of Con- 
tinuing Education for Fort Steilacoom Community College in 
Steilacoom, Washington. 

Very special thanks go to Libby Lord, a University of Texas staff 
colleague, for managing the many details involved in producing the 
manuscript, and to Suanne D. Roueche, director of the National In- 
stitute for Staff and Organizational Development (NISOD) for the 
countless editions of chapters and manuscripts she read and edited. 
We thank Dolores Payton for her diligent work in word processing 
the manuscript. We gratefully acknowledge Nanci Bernbrock, who pro- 
vided expert word processing and excellent editing. Her suggestions 
added greatly to the quality of the final manuscript. We are most ap- 
preciative to Barbara Shapiro for her final editorial services and to 
Eisenberg Associates for overall publishing coordination of this project. 

John E. Roueche 
George A. Baker III 
Austin, Texas 
August 1985 
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Give me your tiredj your poor, 
Your huddled masses yearning to breathe jree, 

The ujretched refuse of your teeming shore, 
Send thesey the homeless^ tempest-tossedy to me: 
1 lift my lamp beside the golden door. 

The New Colossus: Inscription for the Statue of Liberty, 
New York Harbor by Emma Lazarus (1849-1887) 
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i in accordance with democratic ideals, every human being should 
be allowed, if not encouraged, to develop his or her fullest potential. 
Human development is a continual, lifelong process and is essential 
to democratic life. Equal opportunity, good citizenship, and economic 
well-being, all concepts of a free society, depend on a free education 
for all citizens. Indeed, freedom is only gained and retained through 
a constant search for knowledge and understanding. Thomas Jefferson, 
one of the first Americans to advocate free public education, recognized 
that democracy, in order to flourish and develop, demands an in- 
telligent, welMnformed populace. 

The need for an enlightened citizenry eventually led the state of 
Massachusetts to establish common schools in 1837; these schools were 
the beginning of free education in this country. It was not until 1862, 
with the Morrill Land Grant Act establishing land-grant colleges, that 
greater access to higher education was achieved. Thus, the "people's 
college" was born. Later, in 1896, William Rainey Harper broadened 
the base of higher education by founding the first junior college at 
the University of Chicago. 

Nearly everyone who has written about the community college alludes 
to this unique American institution as a democratizing force in higher 
education. At least one advocate of community colleges has referred 
to them as "the Ellis Island of higher education" (Vaughan, 1983, p. 9). 
Although no one expects community colleges to solve all of society's 
ills, these institutions have been, and continue to be, manifestations 
of the American dream of equal opportunity for all, regardless of 
religion, ethnic group, or socioeconomic status. 

Hie eminent educator Alexis Lange has described the basic underlying 
principle of democracy as the "continuity of educational opportunity" 
and the "completeness of such opportunity" (1927, p. 93). Furthermore, 
he saw the junior college as the vehicle for realizing this fundamental 
democratic precept. The focus of the junior college, according to Lange, 
is "not on the few [whose rights to an abundance of educational life, 
liberty, and happiness remain sacred] but the many, whose right to 
the means of making a life and of making a living are equally sacred" 
(p. 99). Later, Bogue (1950) and others reiterated these themes. 
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offer open access to those programs. As Cross (1976) has made clear, 
equal opportunity is not just gaining admission to college: "Educational 
opportunity means more than the right to meet minimal standards; 
it means the right to develop one's talents to maximum effectiveness" 
(p. 3). She describes the access model as successful at increasing the 
availability of higher education for previously excluded segments of 
the population but incomplete nevertheless. By itself, the model of open 
access will not bring about the equal opportunity that it promises unless 
instruction is improved and curriculum is reshaped. 

Consequently, much controversy surrounds the concept of the open- 
access policy. For example, many view the concept of expanding access 
as a major contributor to the decline in academic standards. David 
Riesman, a professor at Harvard University who has written widely 
on American colleges, makes this point: 

To say there should be universal access to college seems fair. 
It seems egalitarian, but it's been destructive because students 
think you don't have to strive in high school. There's the illu- 
sion that you can always recover so the whole level has dropped 
(cited in Feinberg, 1984, p. A6). 

Others, including Zwerling (1976), claim the "people's colleges" do 
not serve the "people." To the contrary, he asserts that the "hidden 
function" of community colleges is the deliberate channeling of students 
to their appropriate positions in the social order. Thus, according to 
Zwerling, the primary function of the community college is to preserve 
\e social status quo, and thereby prevent upward mobility for the 
jwer socioeconomic groups in society. In light of Zwerling's criticism, 
attrition becomes a major function of the two-year college rather than 
the problem it is perceived to be by advocates of the community col- 
lege. To underscore this point Zwerling cites Astin, whose research 
demonstrates that attending a two-year college— controlling for all other 
variables such as academic ability, family income, and so on— appears 
to increase the likelihood of a student's dropping out. The term "cooling 
out" was coined by Burton Clark (1960), who defined this function 
as a kindly, systematic process aimed at helping the academically under- 
prepared student to tone down his aspirations and accept more realistic 
goals suited to his capabilities. Zwerling sees this process as the school 
system's effort to deceive and manipulate students, causing them to 
reach for less than they are capable of accomplishing. 

On the other hand, there are many who believe" that access and ex- 
cellence can and do exist simultaneously. "Fortunately, the demand to 
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educate everyone up to the level of his ability and the demand for 
excellence in education are not incompatible. We must honor both 
goals. We must seek excellence in a context of concern for all" (from 
the 1958 Rockefeller Brothers Report, p. 22). The purpose of this book 
is to describe and offer evidence of how quality and excellence have 
been and continue to he achieved at an American community college- 
one that faces problems typical of most community colleges in this 
nation. 

THE PROBLEMS 

Open access increases the demand that community colleges respond 
to the many special needs of the students they admit. Too often, insti- 
tutions have welcomed new populations of students while failing to 
serve these students' unique needs. More specifically, a major problem 
accompanying an open-access policy is the generally low college apti- 
tude found among an unselected student population. This problem 
is compounded when students, regardless of their college potential, 
are offered unfettered choices from available programs. Finally, a stu- 
dent body with relatively low academic achievement influences the 
college and shapes its character; this factor affects how long students 
stay, how many graduate, and how many transfer to other colleges. 
Understandably, an unselected student body is characterized by large 
turnover. 

The problems caused by diversity and low academic ability among 
students force community colleges to assume certain roles. For instance, 
they often become screening agents for other colleges and universities, 
a role which affects the image of the college. Consequently, outsiders 
tend to view the community college as a place for third-rate students, 
an identity the college is clearly reluctant to embrace. Yet refusal to 
cope with these dilemmas would be denial of the general democratic 
belief in equal opportunity for all, the underlying philosophy of the 
community college that was discussed earlier in this chapter. 

Clark (1960) pinpoints a problem stemming from these diverse factors. 
Many among an unselected student population experience a conflict 
in values. In accordance with the values of a democratic society, in- 
dividuals are encouraged to develop to their fullest potential, and at- 
tending college is seen as one of the most valid means of achieving 
this goal. However, some students in open-door colleges are encouraged 
to set unrealistic goals relative to their academic preparation and ability. 
They are encouraged by family and friends, i.e., social expectations, 
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to go on to foupyear colleges or universities, yet they lack the academic 
skills to do so. Clark describes the situation as one of "structured 
failure"; that is, "the disjuncture between ends and means, between 
the open door and standards, dooms large numbers of students to 
failure" (p. 162). In response to this problem, Clark suggests that one 
critical role of the community college is to provide a "cooling out" func- 
tion for students which results in their acceptance of more realistic 
personal goals that match their abilities more closely. 

Consequently, a basic conflict continues to challenge the open-door 
college: societal pressure based on democratic ideals for open entry 
versus concern for quality and high standards. Internal and external 
societal factors alike pull from both sides of the issue. Social pressure 
and recent declining enrollments call for open access, whereas colleges 
and universities, as well as outside groups, want to demand high 
standards. 

Addressing these apparently conflicting demands is complicated by 
the fact that the community college lacks a distinct organizational iden- 
tity. Even the community college leadership debates whether the term 
"college" correctly describes its function. Although the institution is 
unique in offering both career programs and associate degrees, it also 
overlaps the work of colleges and universities in its transfer function 
and the work of technical high schools and trade schools in its oc- 
cupational/technical function. Furthermore, these areas often overlap 
within the institution, since many career degrees have some transfer 
as well as technical courses as degree requirements. As a result, the 
identity of the community college becomes blurred and problematic. 
Medsker (1960) describes the reality of the issue: "No unit of American 
higher education is expected to serve such a diversity of purposes, to 
provide such a variety of educational instruments, or to distribute 
students among so many types of educational programs as the junior 
college" (p. 4). 

Although the problem of coping with greater diversity among stu- 
dents has existed since the inception of community colleges, it has never 
been so prominent as it was during the 1960s when the higher educa- 
tional system contended with overwhelming numbers of students. To- 
day, the problem of diversity persists, fueled by a distinct change in 
the composition of students desiring an education beyond the high 
school. A burgeoning number of students of all ages from diverse coun- 
tries and cultures are coming to college with learning problems, and 
with uniqr.e socioeconomic problems, such as the challenges facing 
single parents and women returning to the workplace. The pluralism 
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we find in community colleges today has been unparalleled in the 
history of the American community college movement. 

Bogue, Clark, Medsker, Cohen, and Brawer all identify problems 
specific to the community college. However, we have limited our focus in 
this discussion to those most directly related to the open-access-with-- 
quality issue. Thirty-five years ago Bogue presented a comprehensive 
list of the problems confronting the community college; these problems 
persist today. Of particular relevance here are problems regarding 
counseling and guidance. As he asserted, the community college, in 
order to recognize individual differences among students, needs an 
organized and well-financed program of student personnel services. He 
recognized the importance of the time-consuming task of personalized 
and individualized counseling and guidance, involving accurate 
diagnostic practices, advisement, placement, and follow-up in conjunc- 
tion with the instructional staff. 

A quarter of a century ago, Medsker (I960) also named at least two 
criticisms of the community college which persist today: (1) failure to 
meet some of its claims and (2) failure in some instances to achieve 
an identity of its own. He identified three areas relating to these 
criticisms: (1) lack of emphasis on career education, (2) inadequacy of 
student personnel services, and (3) deficiencies in general education. 
First, most community colleges do not follow up on their graduates 
(which we grant is not an easy task), and thus do not have good data 
about the careers of those graduates or the relationship, if any, between 
their college experiences and their occupations. Second, adequate 
counseling and advisement was and is still lacking. Third, a commit- 
ment to general education appeared then, and appears now, to be 
absent, a fact reflected in the low number of integrated course offer- 
ings and in the failure to meet objectives of general education within 
conventional courses. 

Despite the problems and criticisms facing the community college, 
Cohen and Brawer (1982) assert that these institutions must continue 
to respond with the "cooling out effort," i.e., to assist people in finding 
jobs, to provide connections, to award credentials, and to provide short- 
term, ad hoc learning experiences for everyone, even those who do 
not go on to higher formalized learning. To continue to enhance equal 
opportunity is important even— perhaps especially— in the face of adver- 
sity. As viable educational institutions, community colleges assist 
individuals to become more effective, responsible members of society 
and help to provide a means of upwar'^ social and economic mobility 
for individuals of any age. 
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THE SELECTION PROCESS 

While U.S. high schools have the Secondary Schools Recognition 
Program, no national program recognizes community colleges for in* 
stitutional efficacy and performance quality. Therefore, we were faced 
with two problems in our community college study: (1) how to select 
a small number of colleges for close study, and (2) where to find excellent 
colleges with evidence of student persistence, retention, and completion 
rates— uncommon data in community colleges. Thus, we needed to 
investigate not only excellent institutions but also those which had 
documented their systems, programs, and outcomes. 

In order to select colleges as models for our study of excellence, we 
began with a cursory search of the literature of the last five years regarding 
the community college. We consulted the AACJC Journal^ Community 
College Review^ Community College Frontiers^ Neu; Directions for Community 
CollegeSy and various new books since 1978. We were looking for com- 
munity colleges most cited for emphasis and focus on teaching excellence. 

We also assembled a panel of authorities on the community college 
who had demonstrated particular interest in staff development and 
teaching effectiveness in their research or in their scholarly writing. 
Twelve individuals were solicited for their rank order nominations of 
five community colleges known nationally for success in classroom in- 
struction. The two co-directors of the research project also participated 
in the nomination process. The following were members of the na- 
tional Panel of Community College Experts: 

Dr. Louis Bender, Rorida State University 

Dr. Dale Campbell, North Carolina State University 

Dr. K. Patricia Cross, Harvard University 

Dr. Jim Hammons, University of Arkansas 

Dr. Bart Herrscher, University of Houston 

Dr. Walter Hunter, University of Missouri 

Dr. Terry O'Banion, Executive Director, League for Innovation in 

Community Colleges 
Dr. Richard Richardson, Arizona State University 
Dr. Dayton Roberts, Texas Technical University 
Dr. Al Smith, University of Florida 

Dr. Bob Sullins, Virginia Polytechnical Institute and State University 
Dr. Dale Tillery, University of California 

(Professors John Roueche and George Baker of The University of 
Texas at Austin, co-directors of the study, also participated in the 
nomination process.) 
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we decided an intensive investigation of one outstanding community 
college should yield an excellent model for other institutions to follow. 

THE RESEARCH DESIGN 

The origin for the design of our study goes back a quarter of a century 
to Burton Clark's landmark study (1960) of San Jose Junior College 
in California. Based on Clark's model, our study attempts to delineate 
the character of a community college selected as exemplary, to show 
how this character was determined, and to indicate its consequences. 

According to Clark, an intensive case analysis is necessary for assessing, 
systematically and in detail, the nature of an organization. Therefore, 
our report is based upon qualitative, descriptive research and does not 
purport to be a normative study. The strength of the case study ap- 
proach lies in the fact that a number of interrelated activities, rather 
than a few selected variables, make up institutional performance. Case 
study research allows for investigation of the many interconnected 
variables operating in an environrr*?r:t. Surveying a large number of 
organizations on a few variables or using a single technique for gather- 
ing information was an inappropriate method for accomplishing our 
end— i.e., to present a rich description of the organizational, program, 
administrative, and instructional characteristics associated with positive 
outcomes for students in a community college setting. 

For the study, we designed and developed four instruments: (1) an 
open-ended questionnaire to gather self-analyses of professors selected 
by peers and administrators for teaching excellence, (2) an open-ended 
questionnaire to gather self-analyses both from second-level adminis- 
trators (deans, associate deans, and one director) selected by peers and 
faculty for excellent performance, and from the president and vice 
presidents, (3) an adapted Likert scale to measure organizational climate, 
and (4) a Likert-scale questionnaire to measure student responses to 
professors who were selected for teaching excellence. 

Hence, we collected information through observations (conducted 
during on-site visits), official institutional documentation (especially 
documents from the institutional research office), and structured in- 
terviews of the president, board chairman, first-level administrators, 
second-level administrators selected for excellent performance, and pro- 
fessors selected for teaching effectiveness. McClelland's Behavioral Event 
Interview Technique (BEIT, 1978), the coding technique used in the 
first phase of the study, was employed to analyze the content of both 
the structured interviews and the open-ended questionnaires. 
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Our findings clearly indicate that open-door colleges can attain and 
maintain high standards of achievement, that quality can be achieved 
if organizations behave in ways that help students learn. The Roueche- 
Baker Community College Excellence Model (Figure 1) summarizes 
our findings regarding organizational climate, leadership, teaching, 
systems, and outcomes. 

ORGANIZATIONAL CLIMATE 

The Institutional Climate Survey, an adapted Likert scale (1967) for 
measuring organizational climate, was sent to a total of 731 Miami- 
Dade employees comprising four groups: line administrators, staff 
administrators, faculty, and classified or support staff. Even though 
the group designated as line administrators typically includes opera- 
tional staff professionals, these individuals were included with the 
second group (staff administrators) for the purpose of this survey. 
Similarly, a number of employees who are typically grouped as classified 
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employees were, on the basis of their responsibilities at the college, 
combined with the staff administrator group. That is, only adminis- 
trators whose responsibilities include clear supervision activities were 
represented in the line administrator sample. Therefore, the classified 
or support employee group represented individu *ls whose respon- 
sibilities were typically clerical/secretarial or nontechnical in nature. 
Included in the faculty group were not only full-time teachers, but also 
individuals on full-time faculty contracts who were not necessarily 
engaged in teaching— e,g,, counselors and librarians. The sample was 
selected in the following manner; approximately one-third of each group 
from each of the four campuses was systematically drawn from the 
total employee population. As a result, 36 line administrators, 121 staff 
administrators, 270 faculty, and 304 classified employees received the 
Climate Survey, A total of 260 personnel returned the survey. 

The data generated from the climate instrument indicate that there 
are specific attitudes, approaches, policies, and decisions which are 
critical to a climate of success within a community college. That is, 
student achievement will result from a composite, interwoven pattern, 
or "gestalt" of attitudes, policies, and behaviors, all consciously designed 
to shape a positive institutional environment. These patterns of policies 
and behaviors interact to create a college "feeling"; in fact, they point 
to specific climate factors that appear to have a significant effect on 
student achievement and staff productivity and satisfaction, (Further 
discussion of these climate factors and how they can work together 
to create a powerfully positive climate appears in Chapter V.) 

ADMINISTRATIVE LEADERSHIP 

Administrative leadership was assessed by using written self-analyses 
from two groups of administrators in response to open-ended ques- 
tionnaires and structured interviews. The first group comprised the 
college executive management team, the president, the four central 
staff vice-presidents, the vice presidents of the four campuses, and a 
second group of administrators below the vice presidential level— deans, 
associate deans, and one director. Participation of this second group 
of administrators was determined by a selection process involving 
nominations by peers and faculty of the most outstanding adminis- 
trators at Miami-Dade College, The process for selecting these ad- 
ministrators was handled by the college's Office of Institutional 
Research. Seventeen second-level administrators were selected and inter- 
viewed. All top-level administrators were interviewed. Although one 
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campus vice president was unavailable for interviewing, a total of 25 
administrators from both groups were surveyed and interviewed. 

The administrative questionnaires and structured Interviews were 
designed and developed from the literature on leadership theory. Ques- 
tions were derived specifically from Brown's Leadership Vitality (1979). 
Individual responses were analyzed using McClelland*s Behavioral Event 
Interview Technique (BEIT), a process for factoring out leadership at- 
tributes from nariative data. Results of the analyses produced a leader- 
ship competency model containing three maj- »r categories of leader- 
ship competencies: (1) sense of direction or tasl orientation, (2) struc- 
ture for implementation, and (3) a sense of personal commitment. While 
the competency model is largely characteristic of exemplary leaders, 
it does not profess to give a full description of the characteristic leader- 
ship style of any one of the administrators interviewed. Rather, it 
highlights patterns of values and attitudes, as well as skills, that emerge 
strikingly from the group as a whole. 

Therefore, the leadership model offers descriptors indicative of sound 
and effective leadership in general Briefly, the model shows three major 
categories. The ability of an effective leader to have vision, to recognize 
present momentum and apply it to decisionmaking, to have educational 
convictions, and to think globally is indicative of the major charact- 
eristics from the first category— seme of direction. The ability of an effec- 
tive leader to respect expertise in others, to have a **bias for action," 
to use power and authority appropriate to an educational institution, 
and to implement by increments indicates the major qualities from 
the second category— structure for implementation* Finally, the ability 
of an effective leader to think and act positively, to be energetic, to 
motivate others, and to exhibit interpersonal warmth demonstrates 
attributes from the third category— sense of personal commitment, (In 
Chapter VI, we discuss and provide examples of the qualities that 
characterize the successful leaders at Miami-Dade.) 

TEACHING EXCELLENCE 

Teaching effectiveness was assessed by using written teacher self- 
analyses in response to open-ended questionnaires followed by struc- 
tured interviews of faculty members selected by peers and administrators 
as outstanding. In addition, all students of each selected professor were 
asked to rate him/her using a Likert-type questionnaire, indicating 
the extent to which the professor demonstrated the teaching qualities 
we were examining. The development of the instruments given to 
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Miami'Dade faculty and their students began with 12 Selection 
Research teaching themes (SRI, Inc., Omaha, Nebraska). Following 
our study of secondary education, we revised and expanded the original 
SRI teaching themes for assessing teaching quality at Miami-Dade. 
Thus, the instrument is based on our teaching excellence model, derived 
from the first phase of our study and consisting of the 13 themes or 
competencies we found that excellent instructors exhibit. 

Research indicates that any one set of specific instructor behaviors 
does not apply to all teaching situations. A wide variety of forces at 
work on a given campus or in a particular classroom will ultimately 
determine the type of instructor behavior that is best or most ap* 
propriate. Therefore, as with the leadership model, the teaching com- 
petency model is largely characteristic of exemplary faculty and does 
not purport to give a full description of the characteristic teaching style 
of any one of the professors interviewed. Rather it highlights recur- 
rent patterns of qualities and skills that clearly emerge in the group 
as a whole. 

Our teaching model also has three major categories of instructional 
competencies: motivational, interpersonal, and intellectual themes. A 
professor who (1) has a strong commitment, (2) sets goals for her- or 
himself as well as for students, (3) sees the larger context of the subject 
matter, (4) has a positive regard for all students, and (5) feels rewarde 
when students succeed demonstrates motivational qualities. Secon; 
a professor who (1) has an objective outlook when evaluating studei 
(2) is fair and listens actively, (3) establishes good rapport with students 
and (4) is aware of the thoughts and feelings of others, exhibits inter- 
personal skills. Finally, a professor who (1) individualizes and per- 
sonalizes instruction, (2) is well organized, (3) gets students involved, 
(4) demonstrates a depth of knowledge of his subject, and (5) is creative 
and innovative, possesses qualities from the third category — intellectual 
skills. (A complete discussion of the 13 teaching themes demonstrated 
by excellent professors at Miami-Dade appears in Chapter VI.) 

SYSTEMS FOR STUDENT SUCCESS 

Our research documents strong and powerful relationships among 
organizational climate, administrative leadership, and teaching ex- 
cellence. These three institutional attributes become synergistic when 
everyone in the institution collaborates to reach for organizational and 
educational excellence. Collaborative efforts on a large scale have 
resulted in distinct curriculum reforms which account for a large 
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proportion of the success achieved in the past decade at Miami^Dade 
Community College. These reform accomplishments could not have 
occurred without the administrative leadership and the teaching ex- 
cellence found at the college. 

The restructuring of the educational program at Miami-Dade began 
in 1978 with more modest aspirations than what was eventually ob- 
tained. President McCabe initiated a revision of the general educa- 
tional program which eventually brought about a complete educational 
reform involving the development of automated informational systems 
for diagnosing, advising, placing, and monitoring students. The Miami- 
Dade Student Flow Model, a computerized system used to support a 
comprehensive program of general education, developed from the early 
reform efforts. (This system as well as other sy^jtems and programs 
developed through collaborative efforts at the college are more fully 
described in Chapters II, III, and IV.) 

THE EXCELLENCE AXIS 

Our investigative case study of Miami-Dade Community College 
shows strong evidence that certain leadership attributes, instructional 
qualities, and climate variables work together to produce programs and 
systems which can keep the open door open while, at the same time, 
achieving and maintaining quality. The use of automation combined 
with intense professional staff involvement and commitment has led 
to some solutions to the myriad learning problems posed by open access. 

Our research supports the notion that administration exists in a col- 
lege to establish and manage a climate which is both satisfying and 
rewarding to faculty and learners. Our study also confirms that teaching 
behaviors found to be positively correlated with high student achieve- 
ment are represented f tensively in the faculty at Miami-Dade. Similar- 
ly, the characteristics observed among the outstanding and key ad- 
ministrative leaders of the coK^.ge strongly correlate with leadership 
effectiveness as described in the literature and by previous research. 
Our developmental model of community college excellence seeks to 
link climate, administrative leadership, instructor excellence, and sup- 
port ''-'^tems to measurable growth and development in learners. Thus, 
the excellence axis seeks to increase effort and motivation in learners 
and conveys the message that effort leads to performance and that 
performance leads to the learner's success and satisfaction. 

In the following pages of this volume, specifics of the general con- 
cepts and devices outlined in this chapter are more fully described and 
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illustrated. We believe this intensive study demonstrates that communi- 
ty colleges do not have to close the door in order to achieve excellence. 
Many models of excellence exist at Miami-Dade Community College; 
we have attempted to present a representative sample of them for emula- 
tion and adoption by those who wish to achieve access with quality 
and to offer every American the opportunity to realize his or her highest 
potential. 
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i 1 inety years ago, the city of Miami did not exist; today the Miami- 
Fort Lauderdale Standard Consolidated Statistical Area has a popula- 
tion of three million people, more than the entire state of Rorida in 
1950. Thirty years ago, Miami-Dade Community College did not exist; 
by 1985 the college had enrolled 500,000 credit students and had become 
the nation's first community college to have graduated 100,000 students. 
The Miami community and Miami-Dade Community College have 
grown together at phenomenal l ates, and the college has worked hard— 
and successfully — to meet the needs of the burgeoning urban area. 

THE GROWTH OF MIAMI-DADE COMMUNITY COLLEGE 

From Establishment to Independence 

In February 1957 the Board of Public Instruction appointed a 
14-member Citizens Planning Committee to lay the groundwork for 
a junior college. Three years later, on September 6, 1960, Dade County 
Junior College opened its doors to 1,428 students. At that time, Miami 
blacks could only attend a private college 200 miles north in Daytona 
Beach or the public Florida A & M University even farther away in 
Tallahassee. Dade County Junior College was the first integrated in- 
stitution of education in Florida. At first, there was no formal cam- 
pus, so the 65-member faculty held classes in various high schools and 
"portables." The president's office was a renovated tractor shed, and 
other officials were in buildings originally designed for agricultural 
education, specifically for housing cows. One dean and his staff were 
the subject of much humor because they were housed in what had 
been a poultry farm's laying house. Its location earned the college such 
nicknames as "Pig Pen U" and "Chicken Coop College." 

Nevertheless, students attended the college seriously, and enrollments 
more than doubled the second year— to 3,556. In the spring of 1961 
the college produced its first graduates, 100 with Associate in Arts 
degrees and 37 with Associate in Science. 

In 1962 the campus moved from the chicken coops to the quonset 
huts of a 230-acre World War II naval air base. The 37 military buildings 
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were innovated hurriedly over the summer, and that fall 186 faculty 
members niti over 6,00 ) students. The ^^campus" looked like a tired 
military base, not a college. The cracked runways were blown with 
sand, and iherc v/cre sandspurs instead of trees. 

The next ycav, 1963, was a critical one for the college. Miami'Dade 
began its cair/pus transformation as the construction of its first perma- 
nent building, a three-story classroom and administration building, 
was completed. Later that year the health center and stadium were 
completed. The college also got a new name: Miami-Dade Junior Col- 
lege. (The Junior was replaced with Community in 1973.) And once 
again the enrollment jumped-to 9,626-making Miami-Dade the 
fastest-growing college in the nation. r i 

In 1965 Miami-Dade received its formal accreditation from the 
Southern Association of Schools and Colleges. Ir also began construc- 
tion of a new campus, 23 miles southwest of the original site. Follow- 
ing the Miami-Dade tradition, the South Campus opened to 1,942 
students in temporary quarters-high schools, a movie theater, a Sun- 
day school building, a synagogue. Once again, faculty offices were in 
the ubiquitous "portables." 

Nineteen sixty-five also marked a major reorganization of the ad- 
ministrative structure. A vice president became the chief administrative 
officer for each campus, in charge of the internal affairs of that campus. 
The president was thus freed to focus his attention on the external opera- 
tions. The new organizational structure was designed for efficiency, 
economy, and autonomy for each campus, while the president was still 
legally responsible for the administration of the college as a whole. 

By 1967 the student population was 23,341, the largest of any in- 
stitution of higher education in Florida. These students represented 
more entering fi-eshmen than the combined units of the state's univer- 
sity system, one of every four students in the Florida System of Com- 
munity and Junior Colleges, one of every nine students enrolled in 
all institutions of higher learning in the state, and one of every 72 
students enrolled in any junior/community college in the nation. The 
student body represented 44 states and 18 foreign countries. 

The trend toward internationalism continued. In 1968, Miami-Dade 
had the fourth largest foreign enrollment in the nation; by 1969, with 
a total of 3,998 foreign nationals, Miami-Dade jumped to second place 
(with NYU still first). By 1970, Miami-Dade was in first place, with 
nearly 5,000 students representing 66 countries. This was a marked 
contrast from the first student body ten years earlier, which had no 
out-of-county, out-of-state, or foreign students at all. 
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Independence came in 1968. The Florida Legislature made all junior 
colleges in the state separate legal entities, no longer under the control 
of local public school boards. TThe Advisory Committee became the Dis- 
trict Board of Trustees, and Miami-Dade Junior College was on its own. 

Continued Growth and Expansion 

Although there was talk of a leveling off of enrollment in the late 
60's, Miami-Dade continued to grow. Enrollment was 26,863 in 1968. 
In 1969 it was 29,556, and Miami-Dade enrolled its 100,000th student. 
The faculty had grown to 918 full-time and 398 part-time members; 
including noninstructional staff, Miami-Dade employed a total of 2,058. 

As the student body and staff grew, the campus expanded also. In 
1970, a third campus opened in downtown Miami. As usual, the first 
classes were held in temporary quarters, but new buildings were begun 
within a year on what would be called the Mitchell Wolfson New World 
Center Campus. The new campus enrolled 1,081 students, and the 
total college enrollment for 1970 was 34,548. 

Two new kinds of expansion came in 1971. Privately owned Mount 
Sinai Hospital entered an agreement with Miami-Dade and built a new 
Allied Health Building which was leased to Miami-Dade for $1 a year. 
TThis center accommodated the college's rapidly expanding paramedical 
program and brought to seven the number of off-campus extensions 
operated by the three campuses. 

TV College made its debut that year, also. Two credit courses in 
ecology were presented on open circuit television. Later, other courses 
were added and the name was changed from "TV College" to "Open 
College." Meanwhile, Miami-Dade continued to build new facilities 
at the North Campus and the Downtown Campus. 

In 1975-76 M iami-Dade's enrollment reached a new high of 40,099 
credit students. Not only was Miami-Dade bigger than ever, but other 
changes were also becoming apparent. The average age of the students 
was moving up; a third of the credit students were over 25. There were 
more part-time students, more women, more students taking advantage 
of "time savers" like credit by examination so they could accelerate 
their progress through college. Open College, the radio-TV extension, 
expanded to more courses and, naturally, more students. As a result 
of a self-study program that ended that year, recommendations were 
made for major reforms in the education programs of Miami-Dade. 

By 1976-77, women outnumbered men for the first time, and Miami- 
Dade had become bilingual and tri-ethnic. The student population 
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was 53.3% non-Hispanic white; 27.1% Hispanic, and 18.7% black. The 
Downtown Campus got a new name that year— New World Center 
Campus. Two dedications were held, one of a classroom building on 
the North Campus, the other the new Medical Center Campus. In 
the spring, 6,100 students graduated from the four combined campuses. 

More graduates, 6,492, and more buildings, two more, both on the 
South Campus, marked the year 1978. And during this year, Miami- 
Dade began to implement some of its major reforms. 



Changes for the Eighties 

In 1981-82 Miami'Dade finished putting into place the major reforms 
that had been inaugurated in 1978. The college received national awards 
for an Open College television series and for adaptation of the course 
for handicapped persons. New off-campus extension centers opened, 
some replacing centers that had closed, others adding new programs 
in new locations, so that the total was nearly a dozen. At graduation, 
7,335 students (over 1000 more than in 1981) received their degrees, 
including the 80,000th graduate. 

In the fall of 1982, the Florida College Level Academic Skills Test 
(CLAST) was administered for the first time. In Florida students must 
pass all four sub-tests in order to receive an Associate degree, or they 
may pass three and gain provisional entry with junior-level status at 
a state university. Miami-Dade developed sample tests to help students 
identify weaknesses in preparation for these tests. That year Miami- 
Dade also opened the Centers for Excellence, located at various cam- 
puses and designed to provide quality occupational preparation. These 
centers were directly tied to the employment needs of the Miami-Dade 



area 



In 1983-84, the New World Center Campus, located downtown, 
was renamed the Mitchell Wolfeon New World Center Campus, honor- 
ing Miami-Dade's first board chairman. Upon his death, a major en^ 
dowment of over $40 million was established and placed in a separate 
foundation, the Mitchell Wolfson, Sr., Foundation. The fiinds estab- 
lished a "margin of excellence" for Miami-Dade, the first income of 
which was received in 1985. In 1983-84, the college also instituted a 
new admissions policy, opened new Centers for Excellence, built new 
facilities for firefighter training and sports, and inaugurated the first 
"Apple Orchard" computer center for student use. 

Nineteen eighty-five marked Miami-Dade's 25th anniversary. The 
college finished a new independent telephone system, linking the four 
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campuses by microwave transmission. The Ford Foundation granted 
Miami-Dade $225,000 to follow a group of students through the col- 
lege's entire program and assess its strengths and weaknesses. Miami- 
Dade also announced a $5 million endowment fiind drive. The col- 
lege had grown from 1,388 students scattered among the buildings of 
"Chicken Coop U" to a 1985 enrollment of 41,427 students on four 
modern campuses. 



In 90 years Miami has grown from an alligator swamp to a cosmo- 
politan city; Dade County has a population of approximately 1,175,000. 
It is a service-oriented community; in 1983 manufacturing accounted 
for only 9% of its total income. It is an international city, with an 
economy based on international banking, finance, trade, and tourism. 
It is a multi-ethnic city, the only one of the country's 26 largest cities 
that does not have an ethnic majority; the three largest groups are 
non-Hispanic white (48%), Hispanic (36%), and non-Hispanic black 
(17%). And it is a bilingual city, speaking English, Spanish, and in 
some cases a hybrid called "Spanglish." 

Growth of an International City 

When Dade County Junior College opened its doors in 1960, Miami 
had no foreign banks, only a few U.S. banks engaged in international 
trade, no trans-Atlantic air traffic, and no seaport. Today there are 
over 130 banks engaged in international finance. More than 250 multi- 
national corporations have offices in the Miami area, and 65 are head- 
quartered there. The airport is now the second busiest in the United 
States, handling over 20 million passengers and $4 billion in foreign 
trade every year. The seaport, built in 1964, handles $9 billion in foreign 
trade and is the world's largest cruise-ship port. T.D. AUman, in a 
1983 Esquire article, pointed out that Greater Miami's GNP is larger 
than that of any Latin American country except Brazil and Mexico. 

Less than 10 years ago, tourism was still Miami's biggest industry. 
Today banking, finance, and trade account for two-thirds of the econ- 
omy, and tourism itself has gone international. In 1981 tourists from 
Latin America spent more than those from New York, Miami's tradi- 
tional source of tourist trade. Miami has truly become an international 
city. 
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Miami has, in the last thirty years, become a city of growth, a city 
of diversity, and for many people, a city of immense opportunity. 
Miami-Dade Community College has been a part of the growth, has 
felt the effects of the diversity, and has provided many people the skills 
to take advantage of the opportunity. 

IMPACT OF THE COMMUNITY ON THE COLLEGE 

The nature of the community which a college serves obviously has 
an impact on the nature of the college. The international flavor of 
Greater Miami means that Miami-Dade Community College also has 
an international flavor; indeed, it has the largest enrollment of foreign 
students of any college or university in the nation. For many people 
in Miami, English is not a native language, and over half of the Miami- 
Dade students are not native English speakers. Dade County has a 
mixed ethnicity, and Miami-Dade's population is also a mix of Hispanic, 
non-Hispanic white, non-Hispanic black, and others. The economic 
base of the community is centered not on manufacturing or industry, 
but on processing of goods, money, information, and people. Thus 
Miami-Dade's occupational programs are aimed toward skills needed 
in these areas. 

Miami-Dade serves its community in five basic ways. First it offers 
vocational and occupational skills tied directly to the needs of the com- 
munity. Second, it offers programs designed with the international 
needs of this specific community in mind. It also offers a wide variety 
of social services. The Emphasis on Excellence program seeks to serve 
the community not only by keeping its best students in the Miami 
area, but also by bringing in cultural attractions that benefit the en- 
tire community. Finally, the college offers a variety of programs for 
junior high and high school students in the area. 

Miami-Dade Community College offers a wide variety of occupa- 
tional programs on its four campuses. It trains Miami's personnel in 
criminal justice and firefighting. It offers programs in such varied fields 
as ophthalmic health care, banking and finance, funeral services, air 
conditioning, and dental hygiene. The Center for Business and In- 
dustry on the Wolfson Campus provides a full range of training pro- 
grams for businesses in the South Rorida area. Since the college works 
closely with local business organizations, these programs are geared 
to the specific needs of the private sector of the community. Miami- 
Dade's personnel closely monitor the occupational needs of the com- 
munity, listen to people and what they want, and then plan programs 
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to fill those needs, so that both the job-seeking student and the local 
employer are satisfied with Miami-Dade*s services. 

The college also tries to meet the needs of the international com- 
munity. Since Miami attracts a large number of refugees, the college 
has always offered programs to serve them. In the early days of the 
college, Miami-Dade provided specialized programs in language train- 
ing and employability skills for Cuban refugees. After large increases 
in the numbers of Cuban and Haitian refugees in 1980, Miami-Dade 
worked with several community agencies to obtain its largest grant 
ever, $3.2 million, which has provided over 8,000 refugees at various 
locations with the English training and employability skills they need 
to begin the assimilation process into the mainstream of American 
society. 

Miami-Dade has assisted foreign or refugee students with certain 
specialized programs as well. The Medical Center Campus offers a 
specialized program to assist foreign nurses to become proficient in 
English and review nursing theory and practice so that they can sit 
for the state board nursing exams. The Wolfson campus has the Cuban 
Accountants Program, designed as an entry vehicle for certified Cuban 
accountants. The Division of Bilingual Studies on the Wolfson Cam- 
pus not only helps native Spanish speakers learn English but also helps 
native English speakers learn Spanish, especially the Spanish they are 
likely to need in the workplace. In a program for these specialized 
Spanish needs, classes often take place at the workplace. Another pro- 
gram helps bilingual students learn special skills for interpretation and 
translation. And, of course, for all non-native speakers of English who 
need it, the English as a Second Language (ESL) program is available 
on every campus. 

Miami-Dade also provides a number of social services to the com- 
munity. Some of these are designed to help Miami-Dade students as 
well, such as the child care workers in the preschool and early childhood 
programs, and the dental students who offer dental work and pro- 
phylactic treatment. Other programs offer help to the mentally retarded, 
the physically handicapped, senior citizens, nontraditional students, 
and those who want help with psychological problems. There are several 
programs for women on different campuses. A community theater pro- 
gram called Prometeo not only trains students for professional careers 
In the performing arts but also helps the community preserve Its 
Hispanic heritage. The Owner Building Center offers courses in afford- 
able, energy-efficient housing to those who wish to build or remodel 
their own homes. A model energy-efficient structure on the South 
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Campus is a tangible demonstration of a valuable, non-destructive use 
of the environment. Of course, the college offers a number of non- 
credit courses, including one for ground training in ultra-light aircrafti 
The Emphasis on Excellence program is designed primarily to en- 
courage superior students to attend Miami-Dade. The program, 
described in detail in Chapter III, is a means of serving the community 
by keeping its bright young people, who will one day be community 
leaders, in the local area. The program also attracts outstanding pro- 
fessors, guest speakers, and cultural attractions. These benefits are not 
limited to participants in the program; the community is invited and 
even encouraged to attend such programs as the Lunchtime Lively 
Arts Series. 

Finally, the college works closely with local junior and senior high 
schools. A Saturday Enrichment program for high school students offers 
the opportunity to earn college credits. The Talent Search program 
reaches out to students whose parents never attended college and pro- 
vides them with special opportunities for the higher education and 
possibly better future their parents were unable to attain. The Perform- 
ing and Visual Arts Center and the Miami Youth Symphony pro- 
vide special advanced training in the creative arts and music for talented 
high school students. The Governor's Program for the Gifted and 
Talented provides similar support for the academically gifted. 

MIAMI^DADE COMMUNITY COLLEGE TODAY 

Miami-Dade Community College today is a huge system, serving 
some 41,000 credit students each semester. Over 51% of its student 
body is Hispanic, 31% is white non-Hispanic, and 16% is black non- 
Hispanic. Miami-Dade has more lower-division black students than 
any other college or university in Rorida and more Hispanic students 
than all other Rorida higher education institutions combined. Sixty 
percent of its student?, enter with deficiencies in at least one of the 
basic skills areas. Over 50% are not native speakers of English. There 
are more full-time nonimmigrant alien visa students at Miami-Dade 
than at any other college or university in the nation. Each year nearly 
30,000 disadvantaged students receive financial aid through the college. 

Miami-Dade today is a successful college in a changing community. 
It accepts students at all economic and academic skills levels. At the 
same time, it enables students to become well-rounded, academically 
proficient, truly "educated" people and thus to reach the goals of society, 
the college, and the students themselves. Miami-Dade had to change 
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to meet these two goals. It contiini< ■ i..oni'ri both the community 
and itself and to adjust it ' ^ 'n-ic, lu match the needs 

of both the community ami u ■ vv:, mp icui.j. 
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educational institutions, from kindergartens to universities, experi' 
enced a multitude of problems in the 1960s and 1970s. The most critical 
for most schools was the problem of decreasing academic skills. 
Different schools had different ways of handling these problems. Some 
raised their admissions standards; some waited until the state legisla^ 
ture took over; some ignored the problem and are still where they 
were in the 70s; and some took matters into their own hands, found 
viable solutions to their problems, and instituted major reforms 
throughout the institution. Miami-Dade has been innovative and 
thorough, and the reforms the college instituted from 1978 to 1982 
have worked so well that we can accurately call them **Systems for 
Success." 

THE PROBLEMS OF THE 1960S AND 1970S 

During the late '60s, our nation experienced important social changes. 
As the civil rights movement gathered momentum, minority students 
saw education as one means of gaining equality, and many colleges 
were eager to accept these new students. When Miami-Dade opened 
its doors in 1960, it was the only college within 250 miles of Miami 
that would accept black students (McCabe, 1984b). 

Many students fought for the rights of the individual. They were 
influenced not oiily by the civil rights movement but also by the Viet- 
nam War and those who protested the draft. This struggle for individual 
rights carried over into colleges— and even into elementary and secon- 
dary schools. Students wanted the right to determine course content, 
the right to select their own courses, the right to take their own chances. 
They rarely consulted faculty advisors or degree plans; self-advisement 
was the rule, and often all courses the student chose to take, even the 
remedial courses, were counted toward graduation. The number of 
courses, rather than balanced selection or quality, became the criterion 
for a diploma or other academic credential. As a result, few students 
were meeting any standards other than those they imposed on them- 
selves. Academic standards were decreasing rapidly and steadily. Dr. 
Robert McCabe, President of Miami-Dade, says. 
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Perhaps this situation grew in reaction to the concern of many 
minoiities that the educational systems did not provide a ladder 
to success, but rather created discriminatory screening mecha^ 
nisms which were used to prevent them from acquiring the 
credentials necessary to participate fully in society (1984b, p. 1). 

Admission standards, prerequisite courses, and minimum competen- 
cies were some of the policies seea as barriers. When these were elimi' 
nated, stur^cnts were able to progress quickly through the educational 
system to receive their credentials and enter the world of work. Many 
were thus able to compete for professional positions for the first time, 
and in the late 1960s, when the civil rights movement was in full swing, 
minorities with academic credentials were eagerly recruited by busi- 
nesses, schools, and other institutions. 

How did these changes in the social setting change education, especial- 
ly education at the college level? First, they affected the admissions 
process. Many colleges changed their admission requirements so that 
their doors were more open and they could admit a wider variety of 
students, including minority students who might not have been able 
to meet the high academic standards formerly required. Community 
colleges especially were strong supporters of this "open-door" policy, 
and most community colleges today retain a commitment to an ad- 
missions policy that allows virtually any student who so desires to enter 
the college. 

As a result of this open-door policy, many students entered college 
with academic deficiencies. After a lifetime of gathering credits rather 
than learning basic skills, they were unprepared for the more stringent 
demands of college courses. Yet many of them perceived their unex- 
pected failure at the college level to be the fault of the college, not 
of themselves or their educational background. 

The open-door policy also meant that colleges became more diverse. 
Large numbers of minority students began to attend college. Foreign 
students, poor students, and older-than-usual students, some who 
already had considerable career experience and others who had not 
been in school in 20 years, all applied to and were accepted at the 
community colleges. And they all ended up in the same classes, along 
with the traditional young, nonminority, academically skilled student. 

Once they were admitted, many students found themselves in con- 
siderable academic trouble. Since they were deficient in one or more 
basic skills, they had trouble meeting the rigorous demands of college 
courses. Thus they failed— in large numbers. They were frustrated by 



34 




SYSTEMS FOR SUCCESS 



their failure, by their own lack of skills, and by their inability to reach 
the goals of a diploma quickly and easily. 

Many faculty members found themselves in trouble also. The great 
diversity of students called for a greater degree of individualization, 
but the range of skills had become so wide that many professors found 
it virtually impossible to provide materials at enough levels. And many 
professors didn't feel that it was their responsibility to teach a sophis- 
ticated college course in, say, chemical engineering or philosophy to 
a student who had trouble with basic math or reading. The teachers 
felt they had two choices: to teach at the college level and have a large 
number of withdrawals and failing grades, or to lower their standards 
and teach at a level that many of them found professionally unaccept- 
able. Either way, the professors were frustrated. 

The academically deficient students were not the only ones hurt by 
these policies; the academically gifted were also penalized. If the stan- 
dards were lowered, the able students were not challenged and did 
not receive the education they were capable of and had paid to receive. 
If standards were kept high, then more advanced classes often didn't 
draw enough students to warrant keeping them in the schedule. When 
the classes were dropped, the few students who had registered for them 
were penalized. 

The problems of varying skills in a class were exacerbated by the 
so-called "right to fail" and by the open-access system of self-advisement. 
Students who felt that admissions standards and skills testing were 
barriers to a well-deserved education also felt that they had a right 
to try anything they chose. Unfortunately, this right often ended up 
being the **right to fail." Rather than following a prescribed sequence 
of courses, they selected classes in whatever order they chose. Thus, 
a student was "self-advised," rather than advised by a faculty member 
or a required sequence, and he had "open access" to the entire cur- 
riculum, since there were no prerequisites. A student who planned 
to be an engineer might register for calculus, never having had (or hav- 
ing passed) advanced algebra. Without the prerequisite skills, he was 
likely to fail the course. As they wished, students did indeed have rights 
and freedoms— the right to attempt whatever they wished at their own 
risk, the freedom to select their own courses, unrestricted by college 
or departmental rules, and freedom from remedial courses, cut-off scores 
on achievement tests, or even advice. 

In spite of the drawbacks of all these rights and freedoms, many people 
today still feel that the colleges' responses to the demands of the 1960s 
and 1970s were appropriate for the time. The civil rights movement made 
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people conscious of the rights of minorities and the need for many 
Americans, previously excluded from the mainstream, to "catch up." 
A college diploma was often a key to open doors that allowed people 
to catch up, and colleges were aware of that. But the solutions of the 
'60s and 70s don't fit the problems of the '80s. The critical problem 
today is not how to open professional, civic, and economic doors for 
disadvantaged Americans, but how to raise low academic standards 
while maintaining the traditional commitment to an open door. 

Financial considerations also enter the picture. Pardy as a result of 
the civil rights movement, the federal government began providing 
financial assistance to great numbers of students. Today over half of 
Miami-Dade's students receive some form of financial aid, for a total 
of over $14,000,000. After the Vietnam War, some returning veterans 
felt entitled to everything the government offered, including educa- 
tional grants. However, they did not feel obligated to attend classes 
or demonstrate academic achievement. Other students were influenced 
by their example and began to accept the financial aid without any 
of the obligations it was meant to entail. 

In the 1960s and early 1970s, when college enrollments were rapidly 
increasing, their enrollment-driven budgets were fat, and colleges could 
afford to expand programs, campuses, and faculties. However, as 
enrollments have leveled off or declined in the *80s, budgets have done 
likewise. But the items for which those budgets paid have often not 
decreased. Overhead per student, expensive faculty salaries, and 
building costs have remained the same— or gotten higher. Lower- 
salaried teaching employees often must be dropped, class sizes increased, 
and potential new programs postponed or cancelled. The money crunch 
often means that colleges need to sustain enrollment in order to main- 
tain financial stability. 

Faced with these problems, some colleges decided to raise their costs 
and/or their admission standards, in effect partially closing their doors. 
When only academically able students can get in, the college can main- 
tain high expectations and standards. When costs are high, students 
(and parents) want their money's worth. They often want a directive 
policy, not an open-access curriculum. Most colleges had additional 
motives for higher admission standards and costs. One was size; they 
simply didn't want to admit many more students because they didn't 
want to get much bigger. They liked the 500 or 5,000 students they 
had. And costs were going up, eveiA if the student body didn't increase. 

But community colleges, especially today, are faced with a fundamen- 
tal dilemma. On one hand, they want to keep their doors open to 



36 



SYSTEMS FOR SUCCESS 



everyone; on the other hand, they want to offer quality and academic 
excellence in their programs. The open-door, open-access, right-to-fail 
mentality of the *60s adds to the dilemma of the *80s. 

HISTORY OF THE REFORMS 

If the old open-door model doesn't work, what does? Miami-Dade 
spent three years in a self-study trying to answer that question. In 1978, 
the college began instituting reforms that would establish a new model, 
accommodating both the open door and high academic standards. The 
program is now much more directive. It includes assessment after ad- 
mission, a required general education core, standards of academic pro- 
gress that students must meet in order to remain in good standing in 
the college, increased feedback to all students, and support for those 
who need assistance to be successful. The program relies heavily on 
computerized technology at all levels. By 1982, the new programs were 
in place, and by 1985, Miami-Dade had data that indicated the pro- 
grams were a success. 

In 1975, Miami-Dade began to study possible reforms, partly as a 
result of the self-study required in 1974 for accreditation by the 
Southern A^^iOciation of Schools and Colleges, It was clear that fun- 
damental change was necessary in order that the school keep its dual, 
but somewhat paradoxical, goals of open door and high academic stan- 
dards. Committees were created, representing the faculties of all four 
campuses. These committees held town meetings, read articles, discussed 
goals, drafted documents, analyzed issues and responses, and finally 
made a series of proposals. The college also applied for and received 
a federal grant of $900,000 through Title III of the Higher Education 
Act of 1965, Much of this money was used to design and implement 
a computer system that provides individualized support and feedback 
in various parts of the reform structures. 

Implementation of the reforms was gradual so that the college had 
time to train teachers, develop course materials, redesign support ser- 
vices, and revise the new courses after trial runs. The first innovation 
was the Standards of Academic Progress, which were instituted in 1978 
for all new students. These standards required that students maintain 
certain minimal grade averages and pass half of all courses for which 
they registered. If they did not, a system of warning, probation, and 
suspension would be enforced. A student's progress was continually 
monitored once he or she had completed seven hours. In 1979, these 
standards were phased in for all returning students. 
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Basic skills assessment was also implemented in 1979. After students 
were admitted, they were given tests to assess their basic skills. Those 
students found deficient were advised to take developmental courses 
to increase those skills. Certain minima! skills were required for entry 
into some core courses, and students who were deficient in basic skills 
were encouraged to take a light course load and concentrate on those 
skill deficiencies. Support services were available in the form of special 
courses (such as study skills and time management), writing labs, and 
individualized computer programs designed to help students improve 
specific skills. 

In the fall of 1981, the general education courses were implemented. 
All new degree-seeking students were required to take five "core" courses 
in general education. These classes were designed not as introductions 
to majors or specific disciplines, but as interdisciplinary courses that 
would help students learn about themselves, the world around them, 
and their relationship to that world. These courses would provide the 
basic general education that the Miami-Dade committee found was 
fundamental to a true education and that had been missing in the 
self-advised, "open-access" system. 

Miami-Dade Community College found that the reforms worked. 
The results will be detailed in Chapter IV, but in general the students 
liked the innovations, and both achievement and enrollment are ris- 
ing. In 1984 the college completed another detailed self-study, resulting 
in a new set of recommendations for change and improvement. One 
change already in place is a writing requirement in every course. 
Detailed requirements are specified for some courses, but every pro- 
fessor is asked to require some writing as a basic objective of the class. 
Thus students see that communication skills are necessary for every 
phase of education and career interest, not just for English courses. 

DIRECTIONS OF THE COLLEGE 

The reforms at Miami-Dade had several purposes. The college wanted 
to effect certain fundamental changes which would benefit the students 
and, indirectly, the faculty. Rather than tying itself to specific objec- 
tives, the college formulated a series of general directions or purposes: 

1. To raise expectations for student effort and performance. The col- 
lege expects students to come to class regularly and to work hard enough 
to meet at least the minimum requirements of each course. Simply 
registering for courses (and, in many cases collecting financial aid) isn't 
enough. Since Miami-Dade is a publicly funded college, and since many 
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students receive financial assistance, every student is dependent on 
the taxpayer for the benefits of college. Therefore, reasoned the col- 
lege, every student is obligated to repay this debt to society by perform- 
ing to the best of his or her ability. The public has invested in the 
college because the training which the college gives should benefit the 
public. Most students feel this obligation; they understand that col- 
lege is a job, not a gift. They approve of higher expectations, and as 
a result, they show higher achievement. 

2. To provide more direction and fewer choices. Students no longer 
have *^open access" to the curriculum. Instead, the college specifies levels 
of achievement necessary to take classes, requires developmental work 
for those who need help achieving this level, and sets out the courses 
which a student must take and the order in which they must be taken. 
Students are given considerable assistance in selecting not only the 
courses appropriate for their skills but also an appropriate number of 
courses, so that a working student will have enough time to devcce 
to studies. As a result, both students and faculty are likely to experience 
success rather than failure. 

3. To provide more information and feedback to students. Since the 
college has increased expectations and become more directive, it must 
provide individualized information about a student's progress. Students 
need to know whether they are meeting the expectations, and they 
need information so that they can follow the directive course plan 
established by the college. 

4. To provide increased instructional and personal support to those 
who are having difficulties. Those who are deficient in academic skills 
cannot expect to complete a program with high expectations (such as 
an Associate degree) in the s'i: .a time as those who have no academic 
difficulties. The college not ' V helps with developmental programs 
so that students can work v . ,Gtly on those skills areas with which 
they are having difficulty, but also provides a system in which course 
loads are reduced, so that students can spend an appropriate amount 
of time and effort studying for the courses they do take. Finally, ex- 
tensive effort is made to train faculty to individualize instruction, since 
the range of skills within a class is now limited to a workable range. 

5. To maintain a focus on academic achievement. The college holds 
a strong commitment to achievement and academic excellence, so that 
a degree from Miami-Dade symbolizes a high and recognizable level 
of performance. Academically gifted students are also provided with 
expanded opportunities so that they will stay in the area, develop their 
skills, and contribute their talents to the community. 
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6. To set a clear point at which a student must show academic pro- 
gress or leave the college. Students at Miami-Dade are givei. mple 
opportunity to get support, both personal and instructional, and im- 
prove their academic standing. They receive considerable feedback 
about their progress— or lack of it. If all of the college's systems do not 
result in a minimum of academic progress, then the college must con- 
clude that it can no longer do that student any good. It is clear that 
the student is not going to succeed in college at this time, and the 
college is no longer justified in allowing further public investment. Con- 
sequently, the student is suspended from the college. The point must 
be clearly set, ample warnings must be given, and then the policy must 
be enforced. 



THE REFORMS 

Miami-Dade made reforms in eight basic areas: 

1. Curriculum reforms, including general education courses, 

2. Assessment testing, 

3. Basic skills support, 

4. Emphasis on Excellence, an honors program, 

5. Standards of Academic Progress, 

6. Academic Alert, a feedback system about academic standing, 

7. Advisement and Graduation Information System, and 

8. Faculty and staff development. 

Curriculum Reforms 
General Education 

In a sense, Miami-Dade made only two changes, but these were so 
significant that everything else had to be changed to support them. 
One was the decision to require general education courses for every 
degree-seeking student. The second was to set minimum standards for 
academic performance. 

"General education" has been loosely defined over the years to mean 
either "all courses not directed toward a student's career interest" or 
"those common courses required of everybody." Robert McCabe, now 
the president of Miami-Dade, and Jeffrey Lukenbill, Dean of Academic 
Affairs, wrote a booklet in 1978 called General Education in a Chang- 
ing Society y in which they define general education, present a rationale 
for its use in a community college, and state 26 goals of general educa- 
tion, grouped into six categories. From this framework, the General 
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to enhance the quality of their lives, individuals need to be able to 
integrate cognitive knowledge, psychomotor skills, and affective at- 
titudes. As a result of this integration, they will be better able to make 
informed decisions, including the political and social decisions of cillnens 
and voters. 

general education should provide students with a beginning or a further 
commitment to a lifetime of learning'* (p. 31). Since our society is con- 
stantly changing, since knowledge is increasing at phenomenal rates, 
since storage and retrieval of information have become a part of our 
everyday technology, and since the future, related to career opportunities, 
is uncertain, individuals need to be able to learn. A general education is 
nor a termination, but an initial phase in a lifetime of necessary learning. 

" A general education should enable students to intensify the process of self- 
actualization** (p. 31). Individuals need to understand that they can and 
should dii'^ct their own lives. Particularly in a complex, urban society, 
everyday stress can cause job dissatisfaction, mental and physical illness, 
and discontent with life in general. The individual who learns to cope 
with the sources of stress and find fulfillment in spite of stressful forces 
will lead a happier, more productive life. 

"A general education should enable students to find value in the activities 
and experiences of their liveSy both those in which they engage because of obliga- 
tions or commitments and those which are disaetionary in nature'' (p. 32). 
\(niile evidence indicates that family life is becoming less stable, individ- 
uals need to find value and satisfaction in family relationships. Similarly, 
research indicates that there is increasing job dissatisfaction among those 
in the "highest" jobs as well as those who are underemployed or who 
have repetitious or uninteresting work. A general education should help 
both employers and employees understand the means by which workers 
can find satisfaction in their jobs. Finally, Americans can look forward 
to increasing discretionary time, but they need to be prepared to use 
this time in ways that are satisf/ing and valuable. Creative endeavors 
and aesthetic experiences can be more important to Americans, who 
no longer have to struggle for basic survival needs, but can look fur- 
ther up the hierarchy of needs for satisfaction. 

"Fmfl[[>, general education should increase students' understanding of the 
breadth and depth of ideasy the growth of society and institutions^ and the 
development and application of the scientific process in communities throughout 
the world" (p. 33). As Lukenbill and McCabe explain. 

Mankind has progressed by expanding ideas, and individuals 
must be aware of this progress if they wish to realize their own 



42 



50 



SYSTEMS FOR SUCCESS 



intellectual potential. Likewise, students need a historical 
perspective to be able to evaluate the significance of events 
and to make judgments concerning current events as they 
develop. In an age which is so widely influenced by science 
and technology, individuals must also understand the scien- 
tific process if science is to remain a means for progress and 
not the master of our lives (p. 33). 

America is fortunate to have an abundance of material goods, but we 
have also gotten used to this abundance and tend to squander our 
national resources. At the same time, other countries are able, through 
communications technology, to see the difference between their stan- 
dards of living and ours, and they are reaching for their fair share. 
Students should understand not only the natural environment and 
its resources, but also the need for conservation and equitable distribu- 
tion of those resources. 

Lukenbill and McCabe's twenty-six goals of general education, 
grouped into six categories, are necessarily broad and cannot all be 
met by one class. However, they provide guidelines, especially for core 
courses, so that specific objectives and skills that meet at least some 
of the general education goals can be determined for each course. 

The first four goals deal with fundamental skillr (1) "The students 
will be able to speak, listen, write, and read comj, t:tently and in an 
organized and critical manner;" (2) "The students W ^ ' ble to com- 
municate effectively with individuals in different aspt " i lives." 
The authors make the point that these two goals are th. tosponsibili- 
ty not only of English or communications teachers, but of all teachers. 
These goals should be addressed in some manner by every course. The 
other two goals, dealing with computations and logical decision-making 
processes, are also fundamental and should be addressed in all classes 
where they are appropriate. 

The second set of goals focuses on the individual. It f'eals with self- 
direction, the nature of man, physical and mental health, use of discre- 
tionary time, prejudices, and aesthetic and creative activities. 

The next four goals deal with the individual's aims for the future. 
These goals are concerned with the students' abilities to analyze and 
assess their personal values and life goals, to investigate career choices, 
and to set educational objectives in view of their tentative or definite 
career choices as well as other noncareer pursuits. 

Four goals refer to the individual's relationships with other persons 
and groups. These are concerned with the individual's knowledge of 
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interpersonal skills and the application of those skills, especially in rela- 
tion to family, organizations, and other cultures and ethnic groups. 

The fifth set of goals is concerned with society and the individual. 
These goals deal with the students' knowledge of the contributions 
and philosophies of various societies and individuals to contemporary 
society. Two of these goals refer specifically to United States society, the 
ideas which have affected it, and the social principles which govern it. 

The last set of goals deals with natural phenomena and the individual. 
These are concerned with the individual's knowledge of scientific 
methods and principles, his interaction with the natural environment, 
and the effects of technology. 

With the rationale and goals of education clearly stated, the General 
Education Committee at Miami-Dade recommended three "tiers" of 
courses for all candidates for an Associate of Arts degree. First, a group 
of five core courses would be required for all degree-seeking students, 
including those who were not planning to transfer or continue their 
education past the community college level. In addition, those seeking 
an A.A. degree would be required to select five additional second-tier 
"distribution courses" from limited lists of general education options. 
Only two courses would be electives or third-tier courses, chosen firom 
a broad list of electives having general education objectives. These twelve 
courses would make up the 36 general education credits required for 
an A.A. degree; another two credits would be required in physical educa- 
tion/health maintenance. A total of 62 hours are required for a degree; 
38 of them would be in general education, directed by the college. 

General Education Curriculum 

All students are required to take the following five courses: 

1. Communications 

2. Humanities 

3. The Social Environment 

4. The Natural Environment 

5. Individual Growth and Development 

The Communications course focuses on writing skills not only in 
expository essays, but also in correspondence, outlines, reports, and 
other kinds of writing. Logic and organization are also stressed. This 
course emphasizes more advanced skills than the minimum competency 
required for entrance to the course. 

The Humanities course is multi-disciplinary, focusing on achievements 
in art, literature, music, drama, architecture, and philosophy. Students 
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are encouraged to participate and develop a lifelong interest in aesthetic, 
creative, humanistic ideas and forms of expression. 

The Social Environment course emphasizes the social, economic, and 
political institutions which have helped shape U.S. society. Students 
study philosophies, lifestyles, and historical developments which have 
had an influence on their own ways of life, and they develop an 
understanding of the various cultures. 

The Natural Environment course focuses on the history and develop- 
ment of scientific ideas. The philosophy of science, including scien- 
tific methods, is discussed in relation to various natural sciences. Em- 
phasis is on the importance of technology and specific scientific issues 
in students' own lives and environments. 

Individual Growth and Development is a course focused on individual 
psychological and physical well-being. Students learn to assess factors 
and plan when making decisions, including decisions about their own 
careers. They study psychological and sociological concepts such as 
prejudice, personal values, family relationships, and group dynamics. 
The course also emphasizes such aspects of physical well-being as nutri- 
tion, substance abuse, and stress reduction. 

All core courses are expected to emphasize broad, universal concepts 
rather than specific details. They are to be cross-disciplinary and thus 
are taught by professors from across the college curricula. Each core 
course is clearly tied to one specific set of general education goals, 
although all core courses are expected to include the fundamental skills 
goals, especially the two concerned with communications. 

Distribution Courses 

Most students do not have a choice of the distribution course that 
follows Communications. In response to faculty concern about the 
quality of student writing, most students are required to take a course 
in English Composition which follows the Communications course 
and focuses on longer essays and other forms of writing. For those 
few students who demonstrate proficiency in writing at this level, other 
distribution courses are available— Creative Writing, Speech, and Intro- 
duction to Literature. 

All distribution courses are meant to meet General Education ob- 
jectives. They should emphasize broad principles, major themes, prob- 
lem solving, important issues, and relationships with other disciplines. 
They should not be designed as specialized courses in one major area 
of study or for a particular career plan. Each campus has its own list 
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of distribution courses available on that campus; the following list is a 
sample, not a complete list. Each student must select four courses (12 
hours) from these groups, including at least one course from each group. 



HUMANITIES SOCIAL SCIENCES NATURAL SCIENCES 



The two elective courses may be chosen from a wide range of op' 
tions. The only requirement is that the class meet several of the general 
education goals. Different campuses have different course selections. 
Since most courses in arts and sciences meet this requirement, students 
have an opportunity to explore individual interests while meeting 
general education requirements. 

Physical Education Requirement 

The Health and Physical Education Department decided to take ad- 
vantage of the nation's interest in fitness and combine it with Miami- 
Dade's reform movement. In the past, students could choose any two 
of a wide variety of activity courses, ranging from tennis to scuba div- 
ing to aerobics. However, these courses did not give students a chance 
to explore why exercise and fitness are important, nor did they offer 
an opportunity to develop an individual lifetime activity plan. Also, 
the faculty needed more information about students 0' fore helping 
them plan individualized exercise p: Dgrams. 

With these factors in mind, a nt ,v o jurse called Health A . »alysis and 
Improvement was implemented in 1979. The studer/ : . »^ow choose 
two activity courses or the new health class. Witl " * ' ^ 'ementa- 
tion of this course, the college removed all exemptions), ' Jing those 
for age, handicaps, or other conditions. Since Health Analysis has 
proved helpful to those students who have taken it, advisors recom- 
mend the course to all students. 

In the initial phase of the health course, data is gathered about the 
student's medical history and physical condition. The student not only 
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Drama Economics 

Foreign Language Geography 

Literature History 

Music Political Science 
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Interdisciplinary Interdisciplinary 
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Interdisciplinary 
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fills out a questionnaire, but also takes a series of tests that analyze 
blood pressure, lung capacity, grip strength, and body composition 
(percentage of body fat to height and weight). A computer-generated 
individualized letter is sent to each student, and he or she is assisted 
in developing an individualized training program. The remainder of 
the course is a series of classroom and laboratory sessions. In the 
classroom, students discuss such topics as nutrition, stress, and the 
body systems. In the laboratory, they can participate in various exercise 
and activity programs. 

Finally, the student's health is reevaluated, and another individualized 
letter is sent with a comparison of the two sets of laboratory results. 
This letter also includes suggestions about maintaining the exercise 
program initiated during the course. 

Assessment Testing 

Students enter Miami-Dade with a broad variety of skills. In fact, 
this wide range of skills had been one of biggest problems of the pre- 
reform days. Miami-Dade officials had also identified serious skills defi- 
ciencies as a critical problem facing the college. Thus, assessment testing 
was to determine the level of an individual's basic skills. 

After students have been admitted to Miami-Dade, their skills are 
assessed by the Comparative Guidance and Placement (CGP) Test. 
This placement test determines the level of a student's skills in reading, 
mathematical computation and written English expression. The results 
are used, together with information from other sources such as high 
school transcripts, to give the student a picture of his or her own 
strengths and weaknesses. The college assumes the responsibility of 
matching the Student to the appropriate educational program. Some 
students need developmental work to improve skills; some need to go 
directly into the core courses; others need the challenge of an advanced 
program. 

The assessment testing program was implemented gradually, begin- 
ning in spring 1979 and becoming fiiUy implemented by fall 1981. Today 
it is required of all first-time-in-college students carrying nine hours, 
students who have earned fifteen or more credits, and students wishing 
to enroll in any math or English course. Thus, in effect, it is required 
of all students. 

Students who are not native speakers of English rnay take a different 
test. However, they must show sufficient proficiency in English before 
they can take college-level courses; otherwise they must take intensive 
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training in English until they can demonstrate that they are proficient 
enough to be successfial in a course that is taught in English. 

Basic Skills 

If the results of the CGP show that students are weak in one or more 
areas, they must take developmontalx^urses to improve their skills in 
that area. They are restricted in other toursework and in their course 
load. Students must successfully complete the (ievelopmental work before 
moving on to the core curriculum in Communications (required for 
an Associate degree). Students already demonstrate sufficient pro* 
ficiency may enroll in the core couri^e in Cor*, munications immediately. 

What is a minimum proficiency level? A variety of factors go into 
making this decision: 

As a very broad indication of the proficiency levels that will 
be a minimal requirement, students may be expected to read 
and comprehend material in a metropolitan newspaper and 
to write a short paragraph containing sentences without serious 
errors in grammar and punctuation (Lukenbill &l McCabe, 



More specifically, students scoring below the 30th percentile on the 
Written English Expression portion of the CGP and 55th percentile 
on computation are required to complete developmental course work 
before enrolling in collcge'level courses such as the Communications 
core course and introductory algebra. Lower scores are accepted in 
reading, although all those with a score below the 32nd percentile are 
strongly encouraged to rake reading. 

Students who took the SAT or ACT can present those scores in 
lieu of CGP scores. A combined score of 840 on the SAT or 17 on 
the ACT exempts the student from developmental course work. 

Miami-Dade is trying to focus not on the skills a student brings into 
the college, but on the skills he has when he leaves. Many students 
demonstrate deficiencies when they enter, and their skills level must 
be brought up. How long that takes depends on the students and their 
initial skills; the college provides a wealth of individualized and com- 
puterized support services, which will help students improve their skills 
so that their degree represents successful completion of truly college- 
level courses, not an accumulation of credits in watered-down courses. 
Since this skills work is required, and since students who need 
developmental work ave also required to cut down on the number of 
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courses they take, many students need three to five years in order to 
complete a "two-year" degree plan. Getting through in a hurry is not 
on Miami-Dade's list of priorities; getting through with a high level 
of achievement is. 

Emphasis on Excellence 

Students who demonstrate a high level of achievement on the CGP 
tests are invited to enter an honors program called "Emphasis on Ex- 
cellence," designed to attract and serve superior students. These students 
often become community leaders in various fields, and the program 
is one way to encourage them to remain in their own communities 
for higher education. 

The Emphasis on Excellence program tries to meet the special needs 
of these students in a number of ways from financial assistance to special 
classes to unique programs. The program includes eight basic 
components: 

1. Scholarships to superior students who are entering college for the 
first time. These "High School Achievement Awards" are granted to 
Dade County high-school graduates who rank in the top 10 percent 
of their graduating class. The awards are worth approximately $1,000 
to students who earn an Associate Degree at Miami-Dade. Of course, 
stuients must meet certain academic requirements, but if they do so, 
they not only continue to receive scholarship money, but are also given 
special assistance to secure more financial help when they complete 
their Associate degrees and transfer. 

2. Scholarships to students who are already at Miami-Dade and 
demonstrate high achievement during their freshman year. One hundred 
students from the four campuses are selected for these awards each year. 

3. Honors classes and opportunities for accelerated programs. Miami- 
Dade provides special honors classes which focus on independent learn- 
ing, active participation, and higher achievement than that expected 
of students in the regular curriculum. Students benefit from the chal- 
lenges that appeal to both their aspirations and their potential; faculty 
benefit from the challenges and rewards that result from working with 
gifted students; the college as a whole benefits from the guest speakers 
and faculty and from the attitude of high expectations and outstanding 
achievement associated with the program. 

Outstanding students also have opportunities to accelerate their col- 
lege programs. They may choose to enroll concurrently in both high 
school and some college courses. They may choose to take tests allowing 
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them to receive college credit for high scores, or they may take inten- 
sive immersion courses. All of these programs offer students the 
possibility of completing their Miami-Dade studies in less than the tradi- 
tional two years. 

4. A series of lectures and credited seminars by nationally known 
speakers and artists. Such guests as Edward Albee, Maya Angelou, 
Alfred Eisenstaedt, Michael Tilson Thomas, and Edward Teller have 
spoken to large groups, small workshops, and individual classes. 

5. An entertainment series called the Creative Focus Program, which 
presents various forms of performing arts, thus enriching not only the 
students and faculty of the college but also the community. Some per- 
formances are by the students and faculty of Miami-Dade; others are 
by nationally known artists and productions. The Creative Focus Pro- 
gram also sponsors the Lunchtime Lively Arts Series, in which performers 
and artists attract students, downtown employees, shoppers, and tourists 
to share lunch in a cultural atmosphere. Creative Focus also works with 
local high schools to supplement their fine arts programs. 

6. The Summer Program for the Gifted and Talented. Two hundred 
10th and 11th graders are selected each summer for an intensive six- 
week program in selected areas such as physics, creative writing, or 
computer science. The program is designed as a "hands-on" experience. 

7. Unique programs at each Miami-Dade campus. Each campus offers 
special courses and/or programs that parallel i^-s r -vn areas of specializa- 
tion. Medical Center Campus has ofleved . irs in such areas as 
medical ethics and aging; South Cair.p' . . ..v . ^red week-long pro- 
grams on the role of the computer in inodeni Aniwrlca; Mitchell Wolfson 
New World Campus has published a literary magazme, held literary 
contests, and presented special programs on the law, featuring local legal 
figures; North Campus has offered a varied selection of specialized honors 
courses and other special activities. 

8. Intensive language and cultural experiences in foreign countries. 
Studeiv-S usually complete various reading and writing assignments before 
and after their trips, which take place during the summer term, and 
receive 3-9 semester credits in such courses as foreign language, music, 
humanities, or social science. The total immersion in the country's 
language and culture adds considerable depth to the learning experience. 

Standards of Academic Progress 

Some of the general directions in Miami-Dade's reform study involved 
higher e^:pectations, higher achievement, and setting a minimum level 

50 



58 



SYSTEMS FOR SUCCESS 



at which students were expected to achieve. Of course, these direc- 
tions imply not only specific minimum standards, but also some means 
of requiring that they be met. The result is the Standards of Academic 
Progress, a system of warnings, probation, and finally suspension for 
low grade point average or excessive withdrawals from classes. 

Although the standards may sound like a penalty system, they ac' 
tually work more as a support system. Beginning in the semester in 
which seven credits are earned, a student's progress is continually 
monitored. If the student withdraws from more than half his or her 
classes, or his or her GPA falls below 1.5, the student is notifion of 
a change in academic ctatus (warning, probation, suspension, etc., 
depending on the number of hours for which the student has registered). 
More important, the student is notified at the same time of ways to 
improve that status. Some ways are not optional. For example, the 
student's course load is limited for the next semester, so that more 
time can be spent studying well for a few courses. (While this restric' 
tion may increase the time required fl^r the student to complete a degree 
plan, it also increases the chances of eventual successful completion.) 
Other suggestions are made, such as developmental courses, special 
laboratories, counseling, or programs that help with study and time 
management skills. The purpose is to help students succeed in college 
by telling them when they are not doing well and then giving them 
both time and help to improve. As Lukenbill and McCabe put it, 
"There is abundant history of students who begin poorly but who even- 
tually are successful. These cases may represent the college's mre im- 
portant achievement" (1978, p. 26). 

However, while the college has a responsibility to help students suc- 
ceed, the students themselves have a responsibility to take advantage 
of the assistance offered them. If students wish to take advantage of 
the educational opportunities offered by a taX'Supported college, they 
must show a commitment by staying in class and keeping their grades 
up. Otherwise, they are wasting the public's money and everyone's 
time: "Students who cannot or do not make satisfactory use of the 
College's educational services cannot be permitted to drain the Col- 
lege's and the public's limited resources" (Lukenbill &l McCabe, 1978, 



Miami-Dade recognizes that circumstances may change; therefore 
the standards allow for readmission after suspension (or one major term, 
provided the student makes a 2.0 term average and earns credit in at 
least half the classes for which he or she is registered. Even after the 
academic dismissal, the student may petition for readmission if he or 
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she can present evidence that circumstances have changed and readmis' 
sion is warranted. 

Academic Alert 

Academic Alert and Advisement is a computerized system that gives 
all students feedback about their progress. Computer-produced in- 
dividualized letters are sent out about six weeks into the term. These 
letters inform students that their academic progress and attendance 
are "satisfactory" or "not satisfactory" in specific courses. The com- 
puter program gathers information about the student's credit load, 
previous performance, native language, basic skills, and then, through 
another sophisticated computer program, generates a personalized letter 
to each of Miami-Dade's thousands of students. This letter also in- 
cludes information about the student's current academic status and 
counseling on courses for the following term. 

The Academic Alert system is useful in three basic ways. First, and 
most important, it monitors student progress through a term. The letter 
serves as a kind of intervention because it informs students about a 
potential problem early enough for them to do something. And the 
letter also tells them what to do about it. This "early warning" system, 
coupled with suggestions for improvement, helps students get out of 
academic trouble before the end of the term. 

Second, the Academic Alert system provides information that an 
advisor can use to help a student select appropriate courses. Finally, 
it informs campus personnel about the numbers of students likely to 
fall into certain categories (such as "satisfactory in all courses" or "needs 
improvement in some courses") and provides information about the 
number of students who will be referred to basic skills labs or other 
support services. Thus personnel can begin early to make decisions 
concerning scheduling, numbers of sections, numbers and kinds of per- 
sonnel needed, and so forth. 
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SAMPLE LETTER 1 



Mian f Hade Community College 
jouth Campus 



M.E. 2nd Avenue 
Miami, Florida 33132 



March 3, 1981 

Student's Name 
Address 

Dear Student: 

It*s good to have you back at Miami-Dade South. I hope that the informa* 
tion provided in this letter will help you successfully complete your courses 
and register for an appropriate schedule for next term. Although we do not 
send a progress report during spring or summer terms, you should know that 
you will receive an academic alert letter during both fall and winter terms. 

(Student's name), your grade-point average of 2.79 indicates successful work. 
I am encouraged by your demonstration of academic achievement. 

Your instructors report that your academic progress and attendance so far 
have been satisfactory. Congratulations — I hope that you are building on this 
good start. 

Registration for the next term will begin on March 30th. It is time to plan 
your class schedule for next term. Although you indicated this term that you 
are not a degree-seeking student, you may want to discuss your course selection 
with an advisor. Come to career planning and advisement, Room 3113, tele* 
phone 596-1 125, for assistance if you want to consider the possibility of switching 
to a degree or certificate program. Or, if you wish help by departmental ad' 
visors, pick up an ad^'sement location list inRoom3113, or telephone 596-1125. 
Since you have already earned 30 or more credits, you are encouraged to review 
degree requirements with the career planning and advisement staff. Room 3113, 
telephone 596^1 125, before your next registration. 

Keep this letter to bring with you when you discuss your academic progress 
with your instructors. I hope you find this information helpful and I wish 
you success at South Campus. 

Sincerely, Student ID 

Barbara M. Kranz 

Director, Career Planning and Advisement 
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SAMPLE LETTER 2 



Miami-Dade Community College 
South Campus 
300 N.E. 2nd Avenue 
Miami, Florida 33132 



March 3, 1981 

Student's Name 
Address 

Dear Student: 

Welcome to Miami-Dade South. Since this is your first semester at South 
Campus, I hope that you are now involved in our college and are ready for 
an academic progress report. The following report will alert you to how you 
are progressing this term and help you make decisions about your program 
of study. 

So far at least one of your instructors has reported that your academic work 
needs to improve (see list below). You should discuss your course progress 
with your instructor. Your problem may be also caused by your enrollment 
in too many courses. You may want to consider getting additional help, 
limiting your outside activities, or planning additional study time. It has been 
noted that your attendance needs improvement. You should try to go to all 
classes as scheduled. Please discuss your attendance with your instructors. 

Improvement is needed in your performance and attendance in: SSIlOll. 

Keep this letter to bring with you when you discuss your academic progress 
with your instructors. I hope you find this information helpful and I wish 
you success at South Campus. 

Sincerely, Student ID 

Barbara M. Kranz 

Director, Career Planning and Advisement 
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SAMPLE LETTER 3 

Miami-Dade Community College 
South Campus 
300 N.E. 2nd Avenue 
Miami, Florida 33132 

March 3. 1981 

Student's Name 
Address 

Dear Student: 

I am pleased to see that you enrolled at Miami-Dade South Campus this 
semester. However, because you registered for 18 credits, but earned only 
0 at the end of your last semester of attendance, you have been placed on 
academic probation. This means that you will be limited in the number of 
credits you can register for and that you need to select your courses carefully 
to avoid any further withdrawals. 

Currently, you are enrolled in 4 course(s) for 12 credit(s). At least one of 
your instructors has reported that your academic work is satisfactory but your 
attendance needs improvement. At the same time, at least one of your in- 
structors has not reported any information on your performance. We strongly 
urge you to discuss your progress with your instructor(s). 

Progress is satisfactory in: AVM2512, PUR 1000 

Mo information is available about your progress in: AVM1022, BUL2111 
Attendance is satisfactory in: AVM2512, BUL2111, PURIOOO 
Attendance needs improvement in: AVM1022 

The number of credits you are currently carrying exceeds the credit limitation 
imposed by the college. Although I encourage you to complete all of your 
courses satisfactorily this term, you may be hurting yourself by taking too 
many courses. It is our experience that students who follow credit limitations 
can improve their academic standards. 

Since you are on academic probation, you will need to see a counselor in 
room 1640 before you can register again. You need to be very careful in your 

(Continued on page 56) 
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course selection and be sure you discuss your academic difficulties with your 
counselor. You will be limited to 9 credits in fall and winter and 3 credits 
in spring and summer until you improve your academic standing. We have 
many services to help you, and together we can come up with ways to im* 
prove your academic performance. 

In closing, (student's name), let me say that you and I share the basic goal 
of making your college experience as rewarding as possible. This letter, with 
its analysis and recommendations, reflects my continuing interest in supporting 
you in the achievement of your goals. Please bring this letter with you the 
next time you meet with your faculty advisor or your academic support ser* 
vices counselor. Best wishes for success in the future. 



Sincerely, 
Castell Bryant 

Division of Academic Support Services 



Student ID 



Advisement and Graduation Information System (AGIS) 

As part of the feedback and information to students that is one of 
Miami-Dade's goals, the Advisement and Graduation Information 
System (AGIS) is the heart of the academic advisement program. AGIS 
provides detailed information about the individual student, such as 
assessment test scores and status under the Standards of Academic 
Progress. More important, it is a transcript showing which courses the 
student has registered for and the student's final status in those classes 
(a passing grade, withdrawal, failure, incomplete, etc.). A third impor- 
tant function of AGIS is to show students which courses they need 
to complete their programs at Miami-Dade. In fact, the transcript is 
rearranged to show the classes they have taken matched with the 
courses they need, rather than showing the courses taken in the usual 
chronological order. Students are thereby informed about their pro- 
gress toward a particular program and what classes they need to com- 
plete it. 

AGIS also lists the courses required for smooth transfer to the upper- 
division universities within the state, so that students can be sure they 
are meeting the transfer requirements as well as those for graduation 
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from Miami-Dade. This is particularly important because of the 
Statewide Articulation Agreement between the university and the com* 
munity college systems. This agreement specifies that the general educa* 
tion requirement of the baccalaureate degree is the sole responsibility 
of the institution granting the Associate of Arts degree. Once the A.A. 
is awarded, the university cannot require any more general education 
requirements. However, the university is responsible for courses in the 
major field of study. Therefore, the community college, working in 
conjunction with the state universities, must provide students with 
an accurate list of required and suggested courses, by major. 

Advising students has become a relatively simple matter for faculty 
at Miami-Dade. The combination of the Academic Alert letter and 
the AGIS printout tells the advisor not only what the student's 
academic status currently is, but also what courses, restrictions, and/or 
support services are needed and why. 

Student Flow 

With these changes, Miami-Dade no longer has an open-access type 
of student flow. Instead, student flow is highly directed (see model in 
Figure 2). Through the use of assessment testing each student is guided 
into an appropriate level of course work. The Academic Alert system 
helps students remain successful at their level. The AGIS system 
monitors and provides feedback about students' progress toward their 
goal. Although students still have options about programs and some 
electives, at no point are they left to flounder through a mass of course 
offerings, some of which will do them little good in reaching their 
objectives. 

Computerization 

It is evident that Miami-Dade Community College has taken full 
advantage of computer technology; it is an information-processing col- 
lege in an information-processing community. 

Virtually all the college's reform programs are tied to sophisticated 
computer programs. RSVP (Response System with Variable Prescrip- 
tions) is the computer-based instructional management system that 
allows for so much individualization. It is also used to support inno- 
vative methods of serving the deaf and blind. Individual faculty 
members can use the system to generate materials for core or distribu- 
tion courses. 
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RSVP is also responsible for the individualization of the Academic 
Alert letters. A total of 150 messages are written for the four campuses. 
Out of this pool, RSVP selects appropriate messages according to pro- 
grammed decisions: *The possible combinations of the messages for 
students' letters add up to 26,878. In other words, the system can 
generate 26,878 unique letters if students' information is equally unique" 
(Anandam, 1981, p. 1). 

The Health Analysis and Information course uses RSVP to in- 
dividualize the letters that report the results of the fitness tests and 
suggest an exercise program for each student. Again at the end of the 
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term, when new tests are done, RSVP enables each student to receive 
a personalized comparison of the results of the two sets of tests. 

Computer programs also keep track of all the information used to 
generate an AGIS report. The system generates outlines by major and 
university for each of the nine state universities and four large private 
colleges in Florida. Thus students can compare requirements for dif- 
ferent collcj^es as well as see their own progress in meeting those re- 
quirements. There are 72 different Associate in Arts programs that 
will transfer to one of these upper-division institutions. AGIS can pro- 
duce a document that matches an individual student^s coursework with 
a specific degree program at Miami-Dade and the transfer requirements 
for that individual's desired college or university. And, with the "magic" 
of computer technology, AGIS can produce an up-to-the-minute print- 
out at a terminal in the academic advisement offices of any campus. 
All the computer needs is a student number. 

Faculty/ Development 

To succeed in its reforms, Miami-Dade needed the support and 
cooperation of the faculty. Curriculum changes, the Academic Alert 
letters, the emphasis on basic skills, the increasing use of computers, 
the emphasis on high expectations and achievement, the use of AGIS 
for advising students— some of these required special training and some 
merely changes in attitude. But all required changes on the part of 
the faculty. 

The initial description of the general education program included 
a section on implementation (Lukenbill &. McCabe, 1978, pp. 103-04). 
In this section, the authors noted that faculty support was critical to 
the success of the reforms. They proposed that faculty members cur- 
rently teaching in the content areas of the core courses be the prin- 
cipal developers of the course objectives and content. However, facul- 
ty from a wide variety of other content areas, including vocational 
and technical areas, should also participate in developing the core 
courses. Faculty would suggest or develop materials and teaching 
strategies, and workshops and seminars would be held to help teachers 
become familiar with the new courses. The courses would be taught 
on a trial basis at first, so that they could be evaluated and refined 
afcer they had been piloted. Part-time faculty would also receive substan- 
tial assistance in implementing the new curriculum. 

These plans were carried out almost to the letter. First, an ethnically 
balanced steering committee of both men and women was formed; half 
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its members were administrators who were experts in staff develop- 
ment and the other half faculty representing all the major content areas. 
This committee worked for approximately a year on various aspects 
of the reforms, but as the reforms were bound to cause conflict, they 
were presented as an institutional decision, not a faculty decision. And, 
indeed, reactions to the reforms were varied: some people were skep- 
tical, others adopted a wait-and-see attitude, and still others firmly sup- 
ported the whole idea. 

Once the idea of the reforms was introduced, faculty input was used 
in setting course objectives, course content, and evaluation procedures. 
Five committees of about eight people each (all faculty, no adminis- 
trators) were formed, one for each core course. Each committ;^o had 
an appointed chairperson, and half the committee members w :) e ap- 
pointed, half elected. These committees had complete autonomy in 
developing the courses. At the same time, the administration made 
a commitment to staff development. If the curriculum changes required 
that faculty work in new areas or develop new materials, then time 
and training would be provided. Faculty members were given release 
time from teaching duties so that they could meet in seminars to develop 
materials. The next semester, other faculty members were released to 
receive training so that they could use the new materials effectively. 
Considerable attention was paid to methods of individualizing instruc- 
tion. Faculty audited each ether's classes or team-taught to become 
familiar with other disciplii^es and teaching methods. Teachers and 
trainers also tried to prepare for problems with students who had basic 
skills deficiencies, for a wide range of abilities within each class, and 
for needs of students of varying ethnicity. 

As a result of the staff development, resource books were developed 
for each core course. More important, the administration was successful 
in convincing the faculty that the success of the cere courses depended 
on the teachers. Faculty developed the objectives, the resource books, 
and the training seminars. Eventually the faculty became so commit- 
ted that they recommended the seminars be required for everyone who 
taught the courses. The administration felt that requiring the seminars 
was not feasible, but they were pleased with the enthusiastic support 
of the faculty. Once the new courses were in place, t:he faculty decided 
that the courses deserved more prestige; consequently, now anyone 
who wishes to teach them, even part-time faculty, must "qualify" to 
teach core courses. Since required courses are not usually very popular 
with college faculties, Miami-Dade accomplished an unusual feat that 
has been good for the college and the students. 
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Faculty support was necessary for smooth implementation of other 
reforms hf well. For example, the Academic Alert system will not work 
well witiioii: faculty cooperation, since the system is based on infor- 
mation from teachers about the performance and attendance of students 
half-way through the verm. However, the faculty apparently sees the 
importance of the Academic Alert i'^edback and supports the idea, 
since 95 to 98 percent of some 3,000 instructional staff turn in the 
necessary information on time. Faculty also learned to use computers 
well enough to get AGIS reports to use in the advising process, and 
now nearly every faculty member is involved in advising, and every 
student is required to be advised. 

Obviously, without faculty support, the curriculum changes, the 
Academic Alert system, the basic skills requirements, and all the rest 
would not have much chance of success. With strong, enthusiastic facul- 
ty support the reforms have been implemented gradually by informed 
teachers who were determined to make them work. And they have. 

Continuing Reform 

Since its initial set of reforms, the college has been continually on 
the alert for possible improvements. Some things have been simply 
fine-tuned. Others have been changed in major ways, especially as the 
Florida legislature mandated changes that affected all the state's com- 
munity colleges. And in 1984, Miami-Dade undertook another major 
self-study, again as part of the accreditation process of the Southern 
Association of Schools and Colleges. This self-study resulted in eight 
volumes, including one for each of the four campuses, and examined 
every part of the college program. Included in these volumes are new 
goals, recommendations, rationales, and projected timelines, proof that 
reform is not a one-time event, but a constantly changing process and 
that reforms are not set in concrete: the reforms themselves can be 
changed as well. 

Thus, some adjustments have been made on the core courses. The 
Natural Environment was renamed "Energy in the Natural Environ- 
ment," and Individual Growth and Development was renamed "The 
Individual in Transition." Content of all the core courses was changed 
slightly in response to student feedbar^'. The Communications course was 
recently renamed "English ComptJir :: pn I," and the second level course, 
"English Composition II." The Hpc :f distribution courses was adjusted 
for different campuses. Although reiaovely minor, these changes demon- 
strate Miairi-Dade's commitment to continuing improvement. 
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The Florida Legislature mandated some requirements that caused 
Miami-Dade to make more substantial changes. In 1982 the College 
Level Academic Skills Test was administered for the first time. Com- 
monly known as CLAST, this test is required of every student planning 
to begin a junior year in a state-supported university. The sophomore- 
level test consists of four subtests, in reading, objective writing, essay, 
and mathematics. The objective writing section contains multiple choice 
questions about writing, the essay section asks students to actually write 
a short composition. By the 1984-85 year, studerts had to pass three 
out of four sections in cirder to continue in the state university system, 
and they had to pass all four in order to receive an A. A '^gree. In 
1986 and again in 1989 minimum scores will go up, so that students 
must demonstrate e\ en higher skills than they do now in order to get 
their A. A. degrees and/or go on to a state university. Both community 
college transfer and "native" university students must take this test 
before continuing, and community college students who aregradua*^'iir 
are required to take it as an exit competency test. 

The legislature also decided that assessment tests should be mza 
datory for every incoming student. They drew up a list of tests from 
which each college or university could choose the particular test(s) it 
wanted to use. 

The legislature also mandated specific course requirements. The "Gor- 
don Rule," named for Florida Senator Jack Gordon, requires that stu- 
dents write a minimum of 24,000 words in college courses before enter- 
ing the junior year. In addition, a mathematics course that includes 
elementary algebra is now required of all students. 

Miami-Dade responded to the mandates in a variety of ways. Before 
CLAST was given for the first time in the fall of 1982, Miami-Dade 
had already developed a pre-CLAST assessment so that students could 
see the areas in which they were weakest. They could then take 
developmental courses or get special help in the skills laboratories before 
taking the real CLAST. Miami-Dade also used the results of the 
CLAST tests to uncover the weaknesses in their own program. The 
biggest weakness turned out to be in writing. Research'^rs were busy 
trying to determine the causes of the weakp{=^^;& when ^he legislature 
instituted the Gordon Rule for minimum writing requirements. 

The combination of unsatisfactory test results, a legislative mandate, 
and Miami-Dade's own search for academic excellence led to a new 
err.phasiS on information skills. Based on the idea that "Academic (in- 
formation) skills have become the most important occupational skills" 
(McCabe, 1983&, p. 1), nev' requirements call for every student seeking 
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an Associate in Arts degree to take English Composition III as part 
of the general education requirements. This course replaces one of the 
general education electives and will come near the end of the student s 
program. It will emphasize writing, obviously; in fact, it requires a 
minimum of 6,000 written words. The other two core courses in English, 
Composition I and II, also require a minimum of 6,000 words each. 
The four core courses in other subject areas require students to write 
a minimum of 1,500 words each in order to receive a grade of C in 
the course. Finally, as part of the emphasis on "Information Skills for 
an Information Age," all courses are now required to include reading 
and writing objectives as part of the stated course goals. 

Composing requires a higher level of thinking than responding co 
objective questions. Students usually must v/ork harder and think more 
to produce good writing than to answer "multiple-guess" questions. 
Thus, the college anticipates an increase in application, analysis, syn- 
thesis, and evaluation skills as a result of the new writing requirements. 
It is still too early to judge any long-term results, but a short-term ef- 
fect was a 50% reduction \n the number of test forms processed in 
1983-84, the first year of the new writing policy. Obviously, teachers 
are requiring more writing in lieu of objective tests. 

In conjunction with the new requirements, Miami-Dade is providing 
extra support for both students and faculty. New writing labs for 
students who are having difficulty are available on every campus. Since 
many faculty members have lost some of their own skills in assio ang 
and evaluating written composition, courses and workshops for faculty 
are being offered on each campus. These staff development services 
help faculty see how v;riting assignments can be incorporated into each 
course, provide faculty with support materials, and provide training 
in assigning and evaluating written work. Support materials have been 
expanded so that there is now a complete resource book on "writing 
across the curriculum." And, with the help of the Florida Legislature, 
class size has been reduced; now grading compositions has become feasi- 
ble (as it is not when there are 50 to 150 students in a single class). 

The legislature also required a math course for all college graduates. 
This course was incorporated into the general education requirements 
for which community colleges are responsible under the Articulation 
Agreement. When the math course and English Composition III were 
included in the general education requirements, students lost the two 
electives which originally constituted the third tier of the general educa- 
tion program. Instead, all candidates for an A.A. degree must now 
take eight required courses (the three English composition courses, one 
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math course, . aa the four core courses), four distribution courses 
(chosen from the specified lists), and two credit hours of health or 
physical education. These requirements equal 38 hours of the 62 re- 
quired for an A.A. degree; thus students still have 24 hours for elec- 
tives or courses in their major field of study. ArrJ .:hose 38 general 
education hours ensure that every student have the iid background 
in general skills and information that Miami-Dade has determined is 
one of the goals of a college education. 

When the legislature determined that in 1985 all colleges shoulci ad- 
minister an assessment from a list of state-approved tests, Miami-Dade's 
CGP test was not on the list; therefore, the college chose the Florida 
Multiple Assessment Program and Services (MAPS) instead and estab- 
lished interim placement scores until the statewide scores became ef- 
fective in July 1985. 

In the 1984 self-study, Miami-Dade did a thorough analysis of its 
progrf and policies. Some recommendations concern what Miami- 
Dade should keep, the core courses and the Academic Alert system 
being two programs that are considered highly successful. Some recom- 
mendations address what should change, but none of them is as sweep- 
ing as the reforms that arose from the self-study of the mid-70s. The 
most serious college-wide problem identified in the 1984 study seems 
to be communication among the members of the college system about 
the programs the college already provides. The recommendations ad- 
dress ways to improve communication and increase the knowledge of 
the students, faculty, and general public. Other recorhmended changes 
are "fine-tuning" and deal, for example, with what courses should be 
on the distribution course list, not whether there should be distribu- 
tion courses. Some of the recommendations are for studies to be made 
to determine if further action should be taken. Some of them call for 
more unity among the four campuses. Some are long-range goals, look- 
ing into 1990 and beyond. But the most impressive point is that the 
1984 self-study offers virtually uniform support for the major reforms 
that were made. General education and other curriculum changes, 
assessment testing, developmental courses, the Standards of At:ademic 
Progress, the Academic Alert System, and the AGIS System all received 
strong endorsements from students, faculty, administrators, and the 
community. 
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lJ id Miami'Dade's reforms work? In a word, yes. According to its 
1984 self-study committees, Miami-Dade's general education program, 
educational prescriptions, and student support systems 

were found to be meeting the objectives for which they were 
designed, confirming the principal assumptions of the reforms 
that increased direction, control, and support of student per- 
formance comprise effective strategies for addressing the open 
access/academic quality challenge faced by Miami-Dade 
(Preston, 1984, p. 234). 

Whenever an institution makes changes, it needs feedback to see if the 
changes have been successful, if they have accomplished their purpose. 
Unfortunately, some institutions neglect to gather data to find out. They 
believe that Change X is going to bring about Result Y; thus they insti- 
tute Change X and then assume Change Y has occurred. Miami-Dade 
doesn't make that assumption. Instead, their Office of Institutional Re- 
search gathers data from a wide variety of sources to find out if Change 
Y did indeed occur, and often to find out why it did or did not. The 
various committees of the Institutional Self-Study in 1984 also gathered 
considerable data, especially attitudinal data, about the reforms. 



General Education 

One of the most controversial of Miami-Dade's original reforms was 
tlv decision to implement general education for all students. 

At issue was the commitment by Miami-Dade Community Col- 
lege to an integrated general education curriculum rather than 
early professional and disciplinary specialization. Also at issue 
was the basic belief that these five core courses helped students 
make syntheses, see patterns and systems, understand general 
theories and ideas, and integrate life with learning, while pro- 
viding a foundation for later specialization in professional or 
disciplinary training and for life (Roberts, 1984, p. 57). 
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The resulting tiers of core courses, distribution courses, and dekti\^es 
are still in place, and the directions and goals of general e<iucation 
are still fundamental guidelines for Miam^-Dade's educational 
philosophy. They serve as the foundation of the whole competency- 
based model of general education, in which the objectives, teaching 
strategies, and materials for each course are tied to the general educa- 
tion goals which that course tries to meet. 

For the 1984 self-study, respondents in a number of surveys were 
asked to label ten concepts as *Very important," "important," or "not 
important" to be taught at a community college for success after gradua- 
tion. These concepts were paraphrased or inferred from the goab of 
general education. The result was that all ten items were endorsed, 
most by overwhelming majorities. The strongest endorsement went 
to the first goal, the fundamental skills goal that reads, "To help students 
improve their ability to write, speak, think, and listen." A range of 
respondents from 79% (CLA^l^ examinees) to 100% (local agencies) 
considered this goal to be "^ ei y important." Even the lowest-ranked 
item on the list, "To help stuuents improve the ways they use leisure 
rime," got at least a 50% endorsement from every group. It is evident 
that the goal'' of general education are still relevant and important. 

A look at the objectives and content of the core courses indicates 
that the rationale for general education is also understood. Most of 
the faculty (76%) believed that the objectives related to the goals, and 
90% of the core course instructors stated that they based coursework 
primarily on the college-wide course objectives and covered all or most 
of the objectives in their individual classes. 

Students also indicated that the core courses helped them achieve 
the goals. The core courses had varying degrees of influence in dif- 
ferent goal areas, from a low of 20% for A.A. students concerning par- 
ticipating in organizations other than social clubs, to a high of 91% 
of A.A. students regarding increased ability to write. 

Particularly high percentages were given by all surveyed stu- 
dents to increased communications skills— 89% to increased 
writing ability, 81% to increased speaking ability, 86% to in- 
creased thinking ability, and 82% for increased listening abili- 
ty (Roberts, 1984, p. 53). 

Only four items influenced fewer than 50% of all the students surveyed, 
and those items included registering to vote, working for political ob- 
jectives, making better TV selections, and participating in nonsocial 
groups. In the area of basic skills, basic knowledge, and personal growth. 
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a majority of students reported considerable influence by the core courses. 
Both faculty (83%) and students (78% to 82%) thought the core courses 
had a "positive impact" on Miami-Dade students (Roberts, 1984, p. 68). 

Most students also reported that they found the core courses en- 
joyable, and most faculty believed that core courses should be required 
of degree-seeking students. Most students and faculty agreed that the 
core courses should remain the same, but 49% of the students wanted 
more latitude in distribution and elective course selection. Four per- 
cent of the students wanted radical change in the entire general educa- 
tion program (Roberts, 1984, p. 60). Most students found the core 
courses intellectually demanding and thought most of the r ^rial was 
new or necessary. 

The core courses have been in effect only three years (they were put 
into place fully in winter 1982). However, at this time most people 
are well satisfied with them and do not think they should be changed 
in any major way. In fact, both students and faculty have given a re- 
sounding endorsement to the idea of required core courses and to the 
specific content and techniques of the Miami-Dade courses. 

The distribution courses are also well accepted. Neither faculty nor 
students wanted the lists of distribution courses changed significant- 
ly. They agreed that the lists provided enough choices for students, 
although there was some concern that the new requirements for math 
and English classes might interfere with students' elective choices. Two 
of the biggest issues concerned the perceived purpose of the humanities 
courses and the need for a procedure for qualified students to "place 
out" of at least part of the required composition sequence. 

New requirements related to distribution courses are, of course, hard 
to measure. At this time, some of the new writing requirements have 
been in effect less than a year. Whether these requirements will help 
improve CLAST scores, which is their purpose, is also difficult to deter- 
mine at this time. 

Placement Testing 

Although Miami-Dade has recently switched to a state-selected place- 
ment test called Multiple Assessment Programs and Services (MAPS), 
the college has previously used the Comparative Guidance and Place- 
ment Tests (CGP) to assess students' abilities in basic skills. The results 
of these tests have led to student placement in developmental courses, 
the regular core courses, or the honors program. Since Miami-Dade 
is an open-door institution, many students have scores that are low 
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enough to keep them out of the state university -system as freshmen. 
In fact, when over 6,000 first-time-in-college students were given the 
CGP in the 1983 fall term, 48% scored below the placement score in 
reading, 42% in written English expression, and 44% in computation. 

Our two main questions regarding outcomes involve, first, whether 
assessment testing is effective and accurate, and second, whether faculty 
and students believe such testing is important and worthwhile. 

Volume II of the 1984 self-study summarizes the empirical data about 
Miami-Dade's use of the CGP (Garcia &. Romanik, 1984). In one study, 
correlations between CGP reading and writing scores and student 
grades in three core courses were low to moderate. However, these 
correlations are in line with those reported by other institutions in 
the CGP norming sample and by other research that has tried to predict 
grades by using achievement tests. Though relatively low, the correla- 
tions do show a positive relationship between test scores and grades 
in core courses. 

Another kind of measure determines the minimum assessment test 
score required to make a C in a given course. The mean predicted 
minimum test scores were 20.3 for reading and 23.3 for writing, which 
were very close to the actual placement scores of 19 and 22. Thus the 
placement scores had a definite correlation with the minimum require- 
ment for a course grade. 

A third kind of measure involves the proportion of correct placements 
(i.e., the "hit rate") using test scores. In the fall terms from 1981 to 
1984, the CGP averaged a 75% hit rate in the required English com- 
position course (ENC 1101), with a high of 79% in 1982. The average 
hit rate for the reading test was not available, as there is no single 
course for which reading scores are targeted. However, other data have 
shown that as reading scores increase, so does the percentage of students 
achieving a grade of A, B, or C in the general education courses. 

A number of students should have been placed in developmental 
courses because of low reading scores (1-10) but were placed in core 
courses instead. This finding surprised some study committee members, 
since these low scorers should have been locked out by the computer 
from registering for core courses (Roberts, 1984). Of these 86 students, 
only 47% (or 40 students) were able to earn a grade of C or higher. 
Seventy-one percent of the core course enrollees scored in the highest 
range of reading scores and 25% in the middle range. Of those iii the 
highest reading range, 64% to 73% made grades of A, B, or C. Predict- 
ably, those in the middle reading range made lower grades; 48% to 
65% made grades of A, B, or C. Of those in the lowest reading range, 
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51% made a grade of C or higher in Humanities, but only 33% made 
a C or better in the Energy in the Natural Environment course. These 
numbers tell us that reading scores are correlated with grades— the 
higher the score, the higher the likely grade. Courses with more 
demanding reading requirements will obviously be harder for poor 
readers than courses which are heavily experiential, such as the In* 
dividual in Transition core course. Indeed, the highest grades made 
by poor readers in core courses were in the Individual course. That 
some students who score quite low can be successful in core courses 
may tell us several things. One possibility, of course, is that grades 
are inflated. Another is that the system is flexible enough to allow 
even some very low^scoring students a chance to succeed, if the faculty 
advisor believes that the scores should be overridden. 

How do people feel about the validity of the CGP? The faculty accepted 
the basic assumption that placement in class is related to test scores. 
In fact, 73% of the faculty supported die use of placement testing and 
the resulting greater control over student academic choices (Garcia & 
Romanik, 1984). However, 76% of che faculty (88% of the communica- 
tions faculty) felt that a writing sample should be included in the assess- 
ment process, especially since CLAST includes a writing sample. Al- 
though most faculty indicated that 20% to 50% of their students had 
inadequate skills, the distribution of grades indicated that 67% of the 
grades are A, B, or C (Garcia & Romanik, 1984). A probable cause 
of this discrepancy is grade inflation, a problem we will discuss in more 
detail later in this chapter. 

Students, especially those most affected (i.e., those taking developmen- 
tal courses), supported the use of placement tests. However, students 
do not agree with the validity of the CGP. Most of them (64%) felt 
that scores and classroom performance were unrelated, perhaps because 
students didn't receive sufficient explanation of how scores are used in 
course selection. In spite of this disagreement in principle, 70% of the 
students agreed that the writing, reading, and mathematics courses they 
took were appropriate for their skills levels. And those who completed 
the communications and mathematics courses in which they were placed 
by entry assessment 

had a greater probability of success in composition courses, in- 
cluding the Communications core course, and in required math- 
ematics courses. Therefore the study committee [the Student 
Flow Subcommittee of the 1984 Self-Study] concluded that 
students should follow assessment prescriptions in communica- 
tions and mathematics (Roberts, 1984, p. 142). 



71 

78 



ACCESS & EXCELLENCE: THE OPEN-DOOR COLLEGE 



Developmental Courses 

Developmental courses are the heart of an open-door college. It is 
through these courses, in theory at least, that students whose skills 
are so poor that they can't get into restricted-admissions schools are 
able to remediate their skills deficiencies and then successfully com^ 
plete college-level work. 

Are developmental courses effective? That is, if students take develop- 
mental courses, do they "catch up'' so that they can be successful in 
college-level courses? The answer is, "It depends." It depends on how 
many developmental courses a student needs; it depends on how we 
measure success; it depends on many factors other than the develop- 
mental course(s). 

In general, students who are deficient in only one area are more likely 
to be successful than students who are deficient in two or more areas. 
"Students enrolling in two or three developmental courses in their first 
term were more likely to drop out and had a lower retention rate than 
students enrolling in a single developmental course" (Garcia &. 
Romanik, 1984, p. 50). It seems quite logical, in fact, that students 
who are weak in several skills areas would have difficulty progressing 
through college. No matter how good the developmental courses, they 
simply cannot provide enough training in one or two semesters to make 
up for years of deficiencies. It seems logical too that "students who 
score below the 25th percentile on standardized examinations do not 
graduate as often as those who score in the top quartile" (Losak, 1984b, 

However, further research by Losak and Morris (1983b) indicates 
that "if the students did not take remedial work during the first term, 
their retention rate is equal to or greater than the graduation and reten- 
tion rate for the students who did take remedial courses during the 
first term" (p. 3). This could be an indicator that developmental courses 
did more harm than good, or at least did little good. However, students 
who self-select out of developmental courses "may not only require 
less remediation as a group, but also differ on several characteristics 
important to success in college, such as motivation, previous educa- 
tion, future academic plans, and attitudes toward school" (Garcia &. 
Romanik, 1984, p. 50). 

Developmental courses may not be the answer for every student, 
but something in the college experience at Ivliami-Dade is. A 1984 study 
looked at 195 students who were initiaUy ineligible to enter the State 
University System (SUS) but had a satisfactory 2.0 or better GPA over 
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the first two years of college. These students were eligible to graduate, 
dependent only on CLAST performance. They wrote the CLAST in 
September 1984, and of the 195, 50% (97 students) passed all four 
subtests. Another 54 passed three subtests, so that 151 students had 
attained sufficient scores to transfer to the SUS. In fact, about 30% 
of the students who are successful on the CLAST are students who 
had deficiencies when they entered Miami-Dade. Since the SUS does 
not admit freshmen with even one skills deficiency, these students have 
accomplished, through an open^access college, what they could not 
have accomplished otherwise— entry into the SUS. 

The Office of Institutional Research at Miami^Dade has done con- 
siderable research on the relationship between students who score low 
on the CGP (and therefore need and/or take developmental courses) 
and on the CLAST. "Using the criterion of passing three or four of 
the CLAST subtests, there is a clear difference in performance based 
on whether a student took developmental coursework in one, two, 
or three areas'* (Losak, 1984b, p. 1). Students who took one develop- 
mental course were as likely as students who took none to pass three 
out of four. Of the students who received remediation in only one 
area, 86% passed three or four subtests; of those who took no develop- 
mental courses, 93% passed. But of the students who took developmen- 
tal courses in two areas, only 63% passed, and of those who took courses 
in three areas, only 43% passed three or four subtests. However, when 
the criterion is raised from three out of four to four out of four subtests, 
the scores show a different pattern. In this case, taking even one course 
makes a difference, so that 73.6% of those who took no developmen- 
tal work passed, but only 57.8% of those who received remediation 
in one area. "There is the distinct possibility that if the student took 
one developmental course, that area remains weak and is the one out 
of four failed on the CLAST" (Losak, 1984b, p. 2). For many students, 
that weak fourth area remains a considerable barrier, since current 
standards require that a student pass all four subtests in order to receive 
an A.A. degree, although passage of only three will allow the student 
to enter the SUS. 

However, we can look at this data from another, more positive 
perspective. Of the students who took developmental courses in two 
areas, 63% passed three out of four subtests. Of those who took develop- 
mental courses in one area (i.e., those who had a skills deficiency in 
one area at entry), 57.8% passed all four subtests. These are students 
who would otherwise not be in college at all, since they were initially 
ineligible to enter the SUS. Large numbers of students are successful 
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in remediating their deficiencies while at Miami-Dade, and thus the 
college succeeds in accomplishing its dual basic i.'cnvs .v - maintaining 
an op^in admissions door while requiring high aoaJriUii- lU'.l't./. 

Whether developmental courses actually help in the long lun ( i: d 
the time between the courses and CLAST is often a fairly long run 
of two to four years— or more), or whether student success is due to 
other factors in the college experience, students and instructors think 
the developmental courses help. In a self-study survey of 1,324 develop- 
mental/ESL students, a whopping 93% of the students who were taking 
developmental courses indicated that the course in which they were 
presently enrolled increased their chances of future academic success. 
Over 70% believed they could not complete college without develop- 
mental instruction (Garcia & Romanik, 1984). Faculty support of 
developmental programs was also strong. Eighty-seven percent of the 
staff felt the developmental courses were effective, and 97% felt the 
college should continue its commitment to such programs. 

The Developmental Subcommittee of the 1984 self-study notes that 
"the examination concerning the effectiveness of developmental in- 
struction. . .has developed as many questions as it has answered'* 
(Garcia & Romanik, 1984, p. 64). The committee calls for several 
changes, among them more empirical research, a consensus about a 
definition of "successful completion'* of a developmental course, and 
competency tests to be required for exit from the course(s). It is clear 
that an open-access college needs to know whether the developmental 
courses in which it puts so much faith really work, and right now 
Miami-Dade doesn't know. However, the data are somewhat "contami- 
nated" by the data on English as a Second Language courses and non- 
native speakers, making it difficult to get a clear and accurate picture. 
The college believes, as Dr. McCabe says, "that many students remain 
in the system and are successful because they took the developmental 
courses and simply would not be there at the eno if they had not taken 
them" (personal communication, August 14, 1985). 

Standards of Academic Progress 

The Standards of Academic Progress (SOAP) were enacted by Miam- 
Dade in 1978. In that first year, 6,153 students (14.2% of the student 
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body) were placed under SOAP restrictions. However, at the end of 
the fall term 1979, only 12% were in negative SOAP categories, and 
the percent ;v came down another point by the end of fall 1980, and 
still anotlu ^ |> ant by t! .e end of fall 1981. By the end of 1981-82, the 
pattern of itucc.nts within SOAP categories had shifted, so that there 
were more students in the warning category and fewer in the proba- 
tion and suspension categories (Ossip, 1984). 

Actually, SOAP has been a three-part reform. The system has been 
refined tw-(ce since it was originally implemented. There are now more 
categories, and the categories have been redefined. As a result, more 
students are in the "warning" category and fewer are "clear," and more 
are in the "probation" category and fewer are suspended. The effect 
of these changes focuses on giving more support and earlier alert to 
students experiencing academic difficulties, especially those approaching 
graduation without sufficiently high GPAs. 

One of the purposes of a system like SOAP is to set a point beyond 
which the college will not go. In other v ords, the college is willing 
to warn, intervene, offer academic help, restrict course load, and ad- 
vise, but if the student's performance doesn't improve after all the col- 
lege's attempts to help, the college will suspend the student. The col- 
lege, as a public tax-supported system, has no obligation to continue 
providing services to students who have not indicated the willingness 
or ability to take advantage of them. Because some people were already 
in the system before SOAP was implemented, the first fair comparison 
of suspension rates was between fall 1979 and fall 1980. The suspen- 
sion rates of all ethnic groups declined, and the suspension rates for 
black students declined by an impressive 44%. 

Since Miami-Dade has an enrollment-driven funding formula, the 
budget decreases as the student body does. In the first two and a half 
years of SOAP, nearly 8,000 students were suspended. When the 
numbers are adjusted for voluntary withdrawal, the college lost about 
5% of its total enrollment due to SOAP suspension. In one sense, the 
college lost $1,500,000 in state and federal funding each year. In another 
sense, the college saved the taxpayers that much each year by not allow- 
ing nonperforming students to continue enrollment. 

SOAP seems to be accomplishing its purposes. In spite of the suspen- 
sion of over 15,000 students from 1978 to 1985, 

completion rates and retention have actually increased, as many 
students were helped to remain in the system who, in earlier 
years, would have quit in despair. To illustrate, one study 
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showed that of the full-time students who entered the College 
in the fall term of 1977, 46% were either graduated or enrolled 
three years later. For a comparable group in 1981, 53% were 
either graduated or still enrolled three years later (McCabe, 
in press). 

Of those students who were suspended between 1979 and 1984, ap- 
proximately half eventually returned. 

Under SOAP, students who remain in college three of four terms 
in a two-year period (persisters) have improved CPAs or fairly similar 
CPAs to "pre-SOAP" students. Black students showed significant im- 
provement in CPAs from 2.00 (pre-SOAP) to 2.25 (post-SOAP). On 
the other hand, more students who are nonpersisters are dropping out 
after one term, but these students have lower CPAs. Again, the stan- 
dards are serving their purpose of raising the academic performance 
of those students who are willing and able to perform in college work. 
*'As part-time students accumulate sufficient credits to come in con- 
tact with the Standards, more are deciding that college is not for them" 
(Losak &L Morris, 1983, p. 4). Although numbers vary from one ethnic 
group to another and depend to some degree on how long students 
continue to re-enroll, the general conclusion is that "students appear 
to be changing their college-going behavl based on information 
received through the Standards. Those who continue appear to be 
achieving at a higher level, and less talented students are discontinu- 
ing" (Losak & Morris, 1983a, p. 8). 

Many people were concerned about the impact of the reforms, 
especially SOAP, on retention and graduation rates of minority stu- 
dents. During the first year that SOAP was in effect, retention and 
graduation rates did indeed drop for all ethnic groups. But by 1979, 
three-year retention and graduation rates had returned to their former, 
pre-Standards level, and for black students the 1979 rates were much 
higher— a 25% increase in the three-year graduation rate over those 
entering in 1976. In Figures 3, 4, 5, and 6, the 1976 group represents 
the last group not affected by SOAP. The 1977 group was given a year 
of grace before impact. The 1978 and 1979 groups were affected im- 
mediately upon enrollment. These charts were made in 1982. after the 
1979 group had been at Miami-Dade for three years (Losak, 1983, pp. 
5-6; McCabe, 1983b, pp. 7-8). 

How do people feel about SOAP? All of the groups surveyed by the 
1984 self-study committees indicated a favorable reaction to SOAP. 
In fact, 81% to 87% of tLe students in nonclear SOAP categories. 
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over half of the students in clear SOAP categories, and 65% to 69% 
of the staff, administrators, and faculty agreed that SOAP is an effec- 
tive means of identifying students who experience course difficulties. 
The faculty have ::lso reported that students have become much more 
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serious about their studies and about their programs with the SOAP 
system in place. Most students and faculty thought the categories were 
appropriate and understood the SOAP restrictions anr' egistration 
processes. Most students thought SOAP should recognize outstanding 
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student performance as well as unsatisfactory performance. Perhaps 
the most important survey responses involved the use of money to 
continue funding for SOAP: 76% of the students and 60% of the faculty 
approved continued funding, whereas only 18% of the students and 
10% of the faculty disapproved. In fact, the self-study*s recommenda- 
tions about SOAP involved communication and understanding rather 
than major changes (Ossip, 1984). 

Academic Alert 

Academic Alert is the system of sending individual letters to each of 
Miami-Dade's 40,000 or so students in each of the long terms (fall and 
winter) informing students of their status in each course, based on both 
grades and attendance. The letters, sent out about six weeks into the 
term, include information about SOAP status, and if students are in non- 
clear categories, suggestions for improvement and intervention. The let- 
ters are meant as an "early warning** system so that students are alerted 
about impending academic problems in time to correct the situation. 

Academic Alert was implemented in 1978, along with SOAP. Within 
the first three years, a random telephone poll indicated that 93% of 
the students appreciated the letters (Anandam, 19S1). Over this same 
three^year period. 

The percentage of students performing satisfactorily at the mid- 
dle of a term has increased from 45 to 52 percent. While this 
statistic cannot be claimed as evidence for the effectiveness of 
the Academic Alert and Advisement system /?sr5e, it does point 
to the overall goal of the system to prompt the students to 
perform better by alerting thein early enough to be useful 
(Anandam, 1981, p. 1). 

Surveys by the 1984 self-snjdy group indicated rh' - 'J -.^ "«rs had 
a positive effect on student academic performance, a* . /. : . faculty, 
and administrators strongly agreed that "it is impcrv,;. - * ratify stu- 
dents by mid-term if the student*s academic perforti .-.s • . 'i\ i satisfac- 
tory" (Ossip, 1984, p. 51). In fact, many students r-. chat Aca- 
demic Alert letters be sent out during the shorter sp . .-.nd summer 
terms as well. In the 1984 survey, 37% of both spring and fall Jtudents 
said th* ^ proved their performance as a result of receiving an Aca- 
demic i:-' \\i letter. However, these percentages were not as low as they 
appear because 25% of all students surveyed were in their first term 
and had never received a letter. Also included were many students 
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who received all satisfactory ratings and had no need to improve per- 
formance (Ossip, 1984). 

The great majority of faculty, staff, and students understood the pur- 
pose of Academic Alert letters, and all agreed that Miami-Dade should 
continue to spend money to maintain the system, with support ranging 
from 60% of the administrators and staff to 77% of the fall studenrs. 

The biggest problem that the self-study committee found with 
Academic Alert was inconsistent standards. Even within a campus, 
professors sent out unsatisfactory notices for different levels of perfor- 
mance and different numbers of abstjnces. In a related matter, students 
also asked that the letters identify superior performance; as the system 
stands, the term "satisfactory" may be used to describe performance 
ranging from A to D. Students would prefer to see more positive rein- 
forcement of excellent work. The committee's first recommendation 
was to establish a college-wide standard for "not satisfactory" perfor- 
mance and to use a clear set of terms, such as I'Jtter grades, so that 
students have feedback that is more specific than "satisfactory" and 
"nonsatisfactory" (Ossip, 1984). 

Advisement and Graduation Information System (AGIS) 

AGIS is the system of computerized reports that provide complete 
information to Miami-Dade students about their progress through the 
program they have selected. AGIS reports show assessment scores, 
courses completed, courses necessary for completion of a degree or 
program, and courses necessary for smooth transfer to the State Univer- 
sity System or a private college. These reports are arranged with the 
courses taken lined up against the courses needed, rather than being 
arranged in the usual chronological order by term, so that students 
can easily see what they need to take next in order to complete tlic 'r 
requirements. 

"If there is a universal criticism of colleges and universities acios.^ 
?:he counax , h is probably the lack of sophistication and precisene ' 
in the academic advisement process" (Harper, Herrig, Kelly, & Schinou, 
1981, p. 1). Basically the problem is too many students, too few ad- 
visors, and too little information available. AGIS helps solve this prob- 
lem by providing the information quickly and completely. Thus the 
advisor can easily see what a student needs to take next, and costly 
errors are more easily avoided. All faculty members are now part of 
the advisement process, and all students must be advised by a faculty 
member. Miami-Dade estimates that AGIS saves the college $100,000 
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a year in salaries to p»o5eiiional staff for work checking graduation 
requirements, prerequisites for courses, and other information. 

The 198-1 self'Study survey on AGIS revealed that 83% to 90% of 
the respondents thought the AGIS system effectively provided infor- 
mation about courses required for graduation. In fact, when the 
surveyors asked administrators and staff what single major change had 
had the most positive impact on the college in the last ten years, more 
of them named AGIS than any other change. The consensus is that 
AGIS is a reform that provides much useful, well-organized, necessary 
information, and that the system should remain in place. 

The self-study committee recommended some changes in the format 
and language of the AGIS reports, and in the fall of 1986 Miami-Dade 
will institute AGIS U, a revised version of the computer-generated student 
report. This new report system has several "new and improved" features. 

The first, the actual course sequencing report, lists suggested 
and required courses in several columns. Based upon a stu- 
dent's major, test scores, and university of choice, the English 
sequence is indicated in the first column, the Math sequence 
in the second column, the General Education core in the third 
column, and if a transfer student, the General Education dis- 
tribution courses, electives, and Physical Education require- 
ments in remaining columns (Harper &l Schinoff 1985, p. 1). 

Other variations exist for students working toward A.S. degrees or 
certificates. "As students complete courses, the computer indicates the 
grade the student received in the course. If currently enrolled the com- 
puter places an asterisk next to the course and if preregistered for a 
future term a plus sign" (Harper & Schinoff, 1985, p. 2). 

Other features of AGIS II reports include a list of the prerequisites 
and co-requisites the student is required to take, with computer "holds" 
which prevent a student from registering inappropriately for advanced 
courses. A third feature is a list of holds that the student will encounter 
when attempting to register^ so the student does not waste time standing 
in line to sign up for a course for which he is ineligible. Finally, the 
report indicates career information based upon the student's major, 
some general and some specific. (See Figure 7.) 

THE RESULTS 

Ultimately, students leave Miami-Dade. Some of them leave without 
completing a program or degree, but others finish their programs, write 
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CLAST successfully, and get their degrees. An effective way to measure 
^Mtcomes is to look at the results of CLAST and at the numbers ot 
o.^dents who earn degrees and are graduated. 

CLAST Results 

"Passing" the CLAST is defined as scoring above a specified "cut" 
score on either three or four of the four subtests. Students must pass 
all four subtests in order to get an A. A. degree. They must pas? three 
of the four in order to continue their education in the State University 
System (SUS). The minimum scores that define "passing** on each 
subtest will rise in 1986 and again in 1989. 

More Miami' Dade students have passed the CLAST each year it 
has been given. In fall 1983, 13.3% passed zero, one, or two subtests, 
while 24% passed three and 62.7% passed all four. In fall 1984, 8.6% 
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passed only zero, one, or two, but the number of passers increased 
to 16% for three subtests and 75.4% for all four. In spring 1985, an 
impressive 87.5% passed all four subtests. These spring 1985 scores are 
significantly higher than those for previous years. In a memorandum 
to several internal committees. Dr. Marcia Belcher of Miami-Dade's 
Office of Institutional Research pointed out that basic skills and English 
proficiency of entering students are closely related to CLAST scores. 
She posed the possibility that the CLAST scores were higher because 
the entering scores were higher. However, research did not bear her 
out. The current test takers are no different in these two areas from 
previous test takers. "This finding indicates that changes wrought by 
the institution probably have had an impact on increasing CLAST 
scores" (Belcher, 1985c, p. 1). 

The spring 1985 CLAST examination produced some impressive 
results for Miami-Dade. The 87.5% of Miami-Dade students who passed 
all four subtests represented a better performance than that of students 
at the local universities, both of which admit only well-qualified stu- 
dents. The college continued to make exceptional progress on the math 
subtest, scoring above the state average in spite of different makeup 
of the student ody. (For example, Miatni-Dade's group included 58% 
of all Hispanics la Florida who took the test.) Not only did the group 
as a whole score above the state average, but also each sub-group- 
male, female, white, black, Hispanic, and foreign— scored above the 
state average. And, as usual, about 30% of those who were successful 
on the 1985 CLAST were students who originally had deficiencies and 
therefore would not have been admitted to the university system. 

A community college has twin responsibilities regarding students who 
want CO continue their education in a university or othev four-year 
school. One is to provide a parallel education for the students who 
are already proficient in basic skills. These students were eligible to 
enter the SUS as freshmen, and they expect to receive an education 
at Miami-Dade that is comparable to what they would have received 
in the SUS. The other responsibility, of course, is to take students 
deficient in one or more basic skills at the .ime of entry into Miami- 
Dade and help them be':ome proficient so that they can enter the SUS 
when they leave MIp.iaI'Dade, even though they were ineligible as 
freshmen. 

Miami-Dade has done well for both groups. One study followed the 
first-time-in-col!e:^e freshmen for the fall of 1981 through the CLAST 
writing for fall 1934 (Belcher Si. Losak, 1935). Students who were "SUS 
eligible" and ptissed all three CGP assessment tests at entry did as well 
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as or better than students actually enrolled in the SUS. In the fall 1983 
CLAST administration, Miami'Dade students out-performed students 
at eight out of nine universities in the system; in fall 1984, they outper- 
formed those at all but three. Miami-Dade students performed similarly 
to SUS students not only overall, but also on each of the subtests. 
In reading, 97.7% of the Miami-Dade students passed, compared to 
97.1% of the SUS students. In writing, 97.3% of Miami-Dade students 
passed, compared to 97.6% of the SUS students. The same percentage 
(98.2%) of both groups passed computation. On the essay, 95.5% of 
the Miami-Dade students passed, compared to 92.7% of the SUS 
students. From these scores, it is clear that "the academically well- 
prepared student who enrolls at Miami-Dade is not academically handi- 
capped by attending a community college in terms of future CLAST 
performance" (Belcher & Losak, 1985, p. 3). 

In this same study, 688 students who were not eligible for the SUS 
as entering freshmen passed either three or four CLAST subtests and 
thus became eligible for entry. These 688 students represented 14% 
of the 4924 students who fell below the cut scores in one or more areas 
when they entered in 1981. But these 688 students also indicate that 
the community college experience enables them to continue their educa- 
tion. In fact, 34% of the students graduating in 1983-84 took develop- 
mental courses in at least one area, and 4% (155 students) took such 
courses in all three areas. The door that might have been closed because 
of skills deficiencies was reopened by the open-door college. 

There is a clear relationship between the basic skills entry level and 
CLAST. Students in the bottom quartile are particularly vulnerable 
to leaving and to doing poorly on CLAST. "Students who enter with 
deficiencies will be likely to exit with deficiencies, either because of 
withdrawal prior to the CLAST or failure at the time of the test" 
(Belcher, 1984a, p. 6). "As a competency based test, the CLAST does 
not make allowance for entering deficiencies in basic skills" (Belcher, 
1985a, p. 1). 

One problem for many Miami-Dade students is language. Over half 
Miami-Dade*s students are not native speakers of English. When 
students pass the objective writing section but fail the essay, 

it is safe to say the large numbers of the students who were 
writing the exam were bilingual and perform in a more ade- 
quate manner on a multiple choice examination which assesses 
their knowledge of the English language than on an essay ex- 
amination. This is a very common distinction and widely found 
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among persons who are learning a second language. From a 
practical standpoint, however, the students are going to be ex- 
pected to perform adequately on the essay regardless of argu- 
ments that are presented regarding the dual language barrier 
(Losak, 1984a, pp. 2-3). 

In spite of the low scores and language problems, college is not too 
late to remediate. In the 1981 study, almost a fourth of those who passed 
all four sections of CLAST were in the bottom quartile in at least one 
area when they started (Belcher, 1984a). In the June 1984 CLAST, 
52% of those Miami^Dade students who passed all four subtests were 
not native speakers of English (McCabe, in press). 

The problem is that Miami-Dade doesn't quite know ho^ chat 
remediation takes place. Whether students who succeed were 
remediated in developmental courses or in regular classes cannot be 
determined at this point. There are still many questions to be answered 
about developmental work. It is difficult to distinguish between the 
effects of developmental work and other factors, such as student motiva- 
tion or attitude toward school. However, developmental work does 
not seem to have much long-term effect: "Indicators are . . . that effects 
have not been strong enough to be found when students must 
demonstrate their competence in basic skills on the CLAST several 
years after developmental work** (Belcher, 1985a, p. 9). Since only 14% 
of those entering 1981 freshmen who had a skills deficiency managed 
to take and pass CLAST, we must agree that "the role of remediation 
in breaking the link between entry level performance and exit level 
performance had been only partially effective** (Belcher, 1984a, p. 1). 
However, many students who entered in 1981 were still in the system 
and were not yet ready to take CLAST; thus the 14% figure is likely 
to rise as more students finish more coursework and take CLAST in 
later administrations. Miami-Dade students usually show excellent 
results in computation tests, where expertise in English is not a big 
factor, again supporting the premise that the native language of a stu- 
dent, as well as the quality of Miami-Dade courses, plays a major role 
in student success. For whatever reason, the 688 students whc com- 
prise the 14% did beat the odds, did improve their skills, and did pass 
CLAST. While we can*t really determine what caused the success, we 
can certainly draw a relationship between the total instructional pro- 
gram and student performance. Many students who were initially 
underprepared received sufficient instruction at Miami-Dade to pass 
all four sections of CLAST and receive an A.A. degree (Losak, 1984c). 

8. 
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Grade Inflation 

A problem that has emerged since the implementation of CLAST 
is grade inflation. Study after study has indicated that students can 
make relatively high grades at Miami-Dade and still fail one or more 
sections of CLAST. In one such study, 21% oi a group of CLAST 
"failers" had CPAs of 3.0 or better (Belcher, 1984b, p. 3). Of 431 A. A. 
candidates who took CLAST in 1983 and who had a B average 
(3.00-4.00), 20.4% failed one or more subtests. This percentage repre- 
sents 88 people; 78 failed essay, 8 computation, 3 writing, and 26 reading 
(Losak, 1984a). Nearly half (49%) Belcher's CLAST **failers" had an 
average grade of C. Math grades were not as inflated, "perhaps because 
the grading criteria are more distinct and involve attainment of one 
correct answer** (Belcher, 1984b, p. 3). However, Belcher concluded 
that "results have consistently shown that large numbers of students 
are being awarded passing grades in college-level courses which did 
not reflect achievement of the minimum basic skills required by 
CLAST" (Belcher, 1984b, p. 1). On the other hand, students who are 
not native speakers of English are more likely to be successful in a class- 
room environment than in a timed-test situation. As a result, students 
who earn good grades may do poorly on CLAST because of language 
problems. Therefore, low scores on CLAST may indicate grade infla- 
tion, but they may also indicate large numbers of non-native speakers 
who are unable to be highly successful in that particular kind of testing 
situation. 

Grade inflation is not fair to students because it gives them an 
undeserved sense of accomplishment that can be shattered by a more 
realistic assessment (such as CLAST). 

Students transferring to universities firom two-year colleges have 
typically experienced a decline as a group in grade point aver- 
age. This has been interpreted as relating specifically to two 
factors. The first is referred to as transfer shock and is intended 
to include such variables as the adjustments attendant to mov- 
ing away from home, i\Jocating to a new social environment, 
and competing with •""adents who are used to a fairly rigorous 
academic environment. The second reason attributed for the 
decline in grade point average is the generally inflated grades 
awarded by two-year college instructors (Losak, 1984a, p. 1). 

Often CPAs drop from 2.7 or 2.8 to 2.2 or 2.3 in the first term at 
the university. 



88 



96 



OUTCOMES 



Losak also found that the modal grade on two of the four campuses 
at Miami-Dade was A. On three campuses there were more A's than 
C's. "These grade distributions reflect the continuance of grading prac- 
tices that convey to students an unrealistic sense of accomplishment" 
(Losak, 1984a, p. 1). Losak concludes his report by stating that 

it is difficult to reconcile the fact that Miami-Dade is an open- 
door, two-year college with the fact that the modal grade 
awarded on two campus'^s is an A. One must be concerned 
regarding the primrose patir students are finding themselves 
on as a result of their receipt of grades which reflect a knowledge 
that is not, in many instances, sufficiently substantive to be 
academically competitive, at least as measured by the CLAST 
(Losak, 1984a, p. 3). 

However, as Dr. McCabe pointed out, when the "Drop" students ar<. 
included, only about a quarter of the students make A's, with the 
distribution about even between A, B, C, D, F, and Drop. Although 
there may be too many A's, the distribution is not so badly skewed 
when all grades and Drops are considered. 

The 1984 self-study addressed the problem of grade inflation in several 
parts of its findings. In "Volume IL Prescriptive Education," the editors 
expressed concern that Miami-Dade 

shares in the national concern of postsecondary educational 
institutions to maintain high standards of academic perfor- 
mance while also subscribing to an open-access philosophy. 
It should also be emphasized that challenging academic stan- 
dards apply to developmental programs and to college-level 
courses equally (Garcia & Romanik, 1984, p. 57). 

While exit-level testing is currently used in most developmental courses, 
the self-study committee recommended standardizing these tests and 
doing research to ensure that passing the exit-level test in a developmen- 
tal course would lead to a high probability of makir - a C or better 
in a college-level course. 

In another volume of the self-study, the Student Flow Subcommit- 
tee commented that "the figures [concerning the relationship between 
grades and CLAST] present significant implications concerning grade 
inflation and grading practices that convey an unrealistic sense of ac- 
complishment for students" (Roberts, 1984, p. 152). The committee 
feels that 
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required college-wide exit competency examinations for Com* 
munications, English Composition, and Advanced Composi' 
tion might make grading less inflationary and allow grading 
practices to more accurately reflect the acquisition of basic skills 
in reading and compositions (Roberts, 1984, p. 153). 

This recommendation echoes a suggestion from an empirical researcher 
that departmental, college-wide tests be given to ensure minimal com- 
petence for a grade of C. Miami'Dade has also developed its own mid- 
level CLAST, which is used as a preliminary check for competence 
after students have completed 30 hours. But Belcher pointed out, and 
the Self-Study Committee agreed, that "it is easier, however, to assess 
competence prior to awarding credit than it is to explain later that 
the credit was not a sufficient indication of competence and the stu- 
dent should be remediated" (Belcher, 1984b, p. 4). 

It is clear that grades must be an accurate reflection of skills and 
performance. The Standards of Academic Progress are based on grades, 
but if the grades are unrealistically high, then the Standards, which 
are designed to ensure academic excellence, lose much of their value. 
However, the 1985 CLAST scores, with 87.5% of the students pass- 
ing all four tests, would seem to indicate a closer correlation between 
grades and scores. Miami-Dade will, as usual, continue to monitor rela- 
tionships between entry skills levels, developmental courses, grades, 
and CLAST, particularly since the self-study makes multiple recom- 
mendations in this area. 

Completers 

In the 25 years from its opening in 1960 to 1985, 100,000 students 
graduated from Miami-Dade Community College. The implementa- 
tion of the reforms in the 1978-1982 period caused a slight drop in 
the number of graduates for one year, but the rates quickly vent back 
up, often to levels exceeding those before the reforms. 

Forty-six percent of fulltime first-year-in-college students who 
entered the college in the Fall Term of 1977 wer^ either 
graduated or still enrolled three years later. For a comparable 
1981 group, 53% were either graduated or still enrolled three 
years later (Office of Institutional Research, 1984, p. 13). 

In 1983-84, 5,159 students were awarded associate degrees or planned 
certificates. Of these, 3,860 students (74.5%) received an Associate in 
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Arts degree, 1,000 (19.4%) an Associate in Science degree, and 299 
(5.8%) a Planned Certificate (Office of Institutional Research, 1984, 
p. 27). 

Attrition rates at Miami-Dade do not, at first glance, look encourag- 
ing. Of those who failed all three of the COP basic skills tests at entry 
in 1981, 70.7% left within three years with no degree. Of those who 
passed all three tests, 49.6% still left with no degree, 19.3% got a degree, 
and 21.3% were still enrolled three years later (Belcher & Losak, 1985, 
p. 4). 

However, Dr. Robert McCabe, President of Miami-Dade, points out 
some explanatory factors: 

As few as one-third of the students begin full time with the 
objective of obtaining a degree. Others enter programs of two 
years or less for direct employment, and many are there for 
specialized objectives, including career-oriented or other per- 
sonal goals. Such students may take one or two courses and 
feel they have achieved their objectives, but no measurement 
of program completion would reflect this (in press). 

Many students at community colleges work, and many drop into 
and out of college. In an open-door institution, many must take devel- 
opmental courses, which do not give college credit. The dual factors 
of job and developmental work often mean that students take less than 
a full credit load; thus they take longer to amass the total number of 
credits needed for a degree. For the 1984 Miami-Dade graduates, the 
mean term of attendance was eleven semesters; more than half had 
begun their college work more than five years earlier. 

Many students pursuing a baccalaureate degree do not stay in a 
community college long enough to complete an A.A. degree. The A.A. 
has little importance to these students, and they frequently transfer 
to a university without completing the associate degree, often transfer- 
ring, in fact, when they are near completion of the A.A. One out of 
every five students who are in the state university system has come 
through Miami-Dade; this is about twice the number who actually 
graduated from Miami-Dade. 

What happens to students after they leave Miami-Dade? In a follow- 
up study of 1982-83 graduates, researchers were able to locate 3,179 
(78%) of the 4,085 A.A. degree graduates. Of those 3,179, 59% were 
continuing their education and 41% were working. Eighty-three per- 
cent of those who received A.S. degrees or Planned Certificates were 
located. Of these 1,237 people, 7% were continuing their education 
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and 92% were working (Office of Institutional Research, 1984, p. 29). 
Students who transfer to other institutions to continue their educa* 
tion after they graduate ft-om Miami'Dade do very well. McCabe cites 
a Florida State Community College Coordinating Board study which 
shov7S no difference between transfer students and native university 
students in the number who are successful (have a GPA of 2.0 or higher) 
after one term of the junior year. In fact, 46.14% of the community 
college transfer students had a GPA of 3.0 or higher, compared with 
45.49% of the native students (McCabe, in press). 

It is clear that Miami-Dade students do follow specific directives about 
their flow through the college, and they do meet minimum academic 
standards. Yet they stay in school and graduate in greater numbers 
than before. Developmental courses may not be the answer to remedia- 
tion, but something is, since Miami-Dade is able to send large numbers 
of students into the state university system every year who were 
academically underprepared when they started Miami-Dade. Grade 
inflation may be a problem, but the numbers of students passing all 
four CLAST tests have increased dramatically every year. Miami-Dade 
can claim that its "Systems for Success" are indeed successful. 
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Climate Pervades a System 

I 

I isiting someone's house generates a feeling about that house and 
the living that goes on inside. The house may look messy but feel com- 
fortable and lived in or give a feeling of disorder, sloppiness, and con- 
fusion* The house may be neat and well-kept and give a sense of 
friendliness and order, or it may be so neat and formal you're afraid 
to sit down for fear you might mess something up. If you know the 
people in that house, you may have even more specific feelings. The 
house may have a feeling of strict discipline and even fear, or it may 
feel chaotic and unruly, or agreeable, cooperative, and comfortable. 
How the house looks and how the people who live in it behave with 
one another tell you things about the relationships and lifestyle of the 
house's inhabitants. 

The same is true of organizations. Organizational theorists use the 
term "climate" to describe that intangible feeling or tone. Even though 
it is intangible, climate is a force that cannot be ignored. It is created 
by leaders in an organization who exert a strong influence on it, just as 
the "feeling" of a house is created by the leaders, usually adults, who 
strongly influence the behavior of others in the household. Climate 
can be felt by others in the organization (Litwin & Stringer, 1966), and 
it can be measured by using a sc?le and asking workers how they feel. 

An organization may be described by workers as "a terrific place to 
work" or "a tough, demanding place where effort goes unrewarded" or 
"a bureaucratic nightmare." These statements refer to the climate, which 
research shows affects both performance and organizational growth (Lit- 
win, Humphrey, Wilson, 1978). When we mention climate, typically 
we are commenting on the extent to which we like or dislik.e a place 
and how comfortable we find it to advance our growth there. Achieve- 
ment climates are conelated with productivity (Litwin &l Stringer, 1968). 

Forehand and Gilmer (1964) defined climate as "the set of charact- 
eristics that describe an organization and that: a) distinguish the 
organization from other organizations, b) are relatively enduring over 
time, and c) influence the behavior of people in the organization" (p. 
362). Gellerman (1959) adds that organizational climate develops as 
a result of management styles by "persons who count." Campbell, Dun- 
nette, Lawler, &. Weick (1970) define it as "a set of attributes specific to 

95 



101 



ACCESS & EXCELLENCE: THE OPEN'DOOR COLLEGE 



a particular organization that may be induced from the way the 
organization deals with its members and its environment" (p. 390). 
Likert (1967) describes climate as causal variables such as structure, 
objectives, supervisory practices, and the like that interact with per- 
sonality to produce perceptions. All these definitions generate 
parameters necessary to study the nebulous concept of climate. 

Generally, we can conclude that the experts in climate research agree 
on several commonalities: that climate is defined through the percep- 
tions of its members, that it influences their behaviors through leader- 
ship and management styles, and that it sets an organization apart 
from others like it, almost as personality does with people (Steers, 1977). 

Organizational Climate As Part of a System 

A system functions as a result of three factors which determine the 
outcomes of the organization. The first is the system used by the in- 
stitution to manage in general; the second is the way the individual 
administrator makes decisions or applies that system; and the third 
is the values of the employees in that department (Litwin et al., 1978). 
The second and third chapters of this book describe in some detail 
the system of management President McCabe has designed to meet 
the needs of his college in his community. Individual administrators 
at Miami-Dade are given latitude in using their own styles of leader- 
ship to their best advantage and to meet the specific needs of their 
campuses and their situations. Although we did not chronicle those 
responses in terms of climate, we describe what we feel were the 
characteristics shared by these excellent administrators in the leader- 
ship chapter. The third factor, departmental values, was not examined 
in this study, but would suggest a need for some adaptation of the 
system to fit "local" departmental situations. 

We have indications that the employees of the Miami-Dade Com- 
munity College feel they have a very positive climate. In fact, on our 
instrument, which has now been used by other "good" community 
colleges, mean responses of employees of Miami-Dade were on the 
average almost a full point above the mean responses of other colleges 
on our seven-point scale (Baker, 1985). 

Research Methodology 

The Institutional Climate Survey was sent to a total of 731 Miami- 
Dade employees comprising four groups: faculty, line administrators, 
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and classified or support staff. A random sample was selected of approxi- 
mately one-third of each group from each campus. As a result, 36 line 
administrators, 270 faculty, 121 staff administrators, and 304 classified 
employees received the climate survey. Respondents were asked to com- 
plete and return the survey to the Office of Institutional Research at 
Miami-Dade within a week of receiving the form. Two hundred and 
sixty employees returned the survey for a combined return rate of 35%. 
The survey forms were color-coded for the four different groups so that 
their answers could be distinguished. Only administrators whose respon- 
sibilities included clear supervision activities were represented in the line 
administrative sample. Similarly, a number of employees who are typical- 
ly grouped as classified were, on the basis of their responsibilities at the 
college, combined with the staff administrative group. Therefore, the 
classified employee group represented individuals whose responsibilities 
were generally clerical/secretarial or non-technical in nature. Represented 
in the faculty group were not only full-time teachers but also individuals 
on full-time faculty contracts but not necessarily engaged in teaching, 
such as counselors and librarians. 

The results of these surveys were then tabulated and ratings on each 
item were determined by the mean for each group. We will be reporting 
these four means per item in our discussion of the results of the climate 
survey in this chapter. 

Descriptors of Climate 

An assumption held by many researchers is that a small number of 
factors can be used to describe organizational climate. Campbell et al. 
(1970) discovered four common dimensions in different scales: (1) in- 
dividual autonomy, (2) degree of structure imposed on the situation, 
(3) reward orientation, and (4) consideration, warmth, and support. Moos 
(1973) found three types of dimensions which characterize and differen- 
tiate climates: (1) relationship dimensions measure the degree to which 
individuals are involved in the environment and support and help one 
another; (2) personal development dimensions measure the way per- 
sonal development and self-enhancement occur in a specific climate; 
and (3) system maintenance and change dimensions describe the order, 
organization, control, and clarity. Work pressure and innovation are 
also related to morale and coping behaviors under this dimension. Taylor 
and Bowers (1972) simplified Likert's list of organizational processes to 
distill four identifiable factors of climate: decision making, motivation, 
communication, and human resources primacy. 
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Dimensions of Climate 

We chose Likert's own list of organizational processes to analyze the 
climate at Miami-Dade Community College. We adapted the Likert 
instrument (1967) on organizational characteristics to investigate five 
areas that describe climate variables: leadership, motivation, com- 
munication, and decision making, adding the category "rewards" to 
incorporate another aspect of climate which we felt, from the literature, 
was paramount in studying excellence in colleges. Our overall findings 
indicate that the four groups generally responded in a similar pattern; 
that is, the line administrators were most positive in their responses, 
followed by su^^'^ administrators, classified staff, and faculty. Most 
organization analysts attribute this pattern to the degree these groups 
feel they are <J?^tant from variables related to controlling the institution. 

Likert*s Management Systems 

Rensis Likert divided organizations into four management types. SyS' 
tem 1 operates along the lines of McGregor's Theory X, assuming that 
subordinates are ordered about by leadership and are controlled by 
threats and punishment. System 2 is slightly better with some input 
by employees, but generally a more kindly "master-servant" relationship. 
System 3 involves more exchange, but the levels are still distinct, with 
management holding the key decision-making role. System 4 is similar 
to a Theory Y management system based on the assumption that em- 
ployees are trustworthy, are interested in doing their best to attain 
institution goals, and are active in decision making with leaders who 
value their input. On the seven-point scale we will be using to report 
the results of our data, almost every score was in the System 3 or 4 
range. (Scores of 4 to 5.5 fall in the System 3 range; scores of 5.5 to 
7 in System 4.) 

Leadership 

Because organizations which have frequent turnover in leadership 
are not able to maintain continuity or to influence consistently the 
behaviors of members, they usually are not able to establish a strong 
climate. Climate is solidified by the longevity and power of its leader- 
ship. President McCabe is a strong leader who has been able to mold 
a "cultural" identity among his employees. One of the values Dr. 
McCabe cherishes is excellence in coworkers, and the group of talented 
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administrators he has gathered around him attests to his belief that 
excellence cannot be achieved alone. These campus leaders add 
significantly to the successful climate of Miami-Dade Community 
College. 

The results of the leadership section of the Institutional Climate 
Survey are listed in Figure 8. Both groups of administrators and the 
classified staff rate all items in this category well above the scale average 
of four. All groups scored in the System 4 range on the item **shows 
confidence in staff." Clearly all four groups feel that the climate of 
Miami-Dade is supportive on this item and that there is a-shared con* 
fidence and tri'st expresst*] by administration about faculty and staff. 
In terms of "approachability" or the feeling that faculty and staff can 
talk things over with administration, administrators responded in the 
System 4 range, and faculty and classified staff in the System 3 range. 
Likert himself does not discriminate clearly between these two ranges; 
employees are either rather free (System 3) or very free (System 4) to 
discuss their jobs with their superiors. The faculty indicated that 
although they felt the climate at Miami-Dade was generally high, it 
was not exceptional on seeking and using faculty ideas, assistance in 
improvement of teaching and supportive behavior toward faculty. 
However, the differe.ice between a System 3 or System 4 response lies 
in how close the response is to the "always" end of the scale. Obviously, 
many people feel "always" is a rare phenomenon; therefore, it is not 
surprising that the scores are not higher on thes?; three items. The 
classified staff agreed on a System 3 assessment of seeking and using 
faculty ideas, but rated the other two in the System 4 range, just as 
the administrative groups did. Although faculty scores are lower, none 
of the scores was below a System 3 rating. 

Decision Making 

Although leadership is an important component of climate, it is not 
climate. In a study distinguishing between leadership and organiza- 
tional climate. Franklin (1975a) supports Likert (1961, 1967), Taylor 
& Bowers (1972) and Bowers (1973) by suggesting that group process 
and climate can be viewed as outcome measures, which do in fact in- 
fluence the functioning of the organization. Bowers (1973) asserts that 
a positive organizational climate is critical to improving the supportlve- 
ness and goal orientation of supervisors. Since we know that leader- 
ship sets the tone of an organization, this almost sounds like a **chicken 
or the egg" dilemma; does climate or leadership begin the cycle? We 
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PROFILE OF COLLEGE CLIMATE 
CHARACTEF^ISTICS 
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have interpreted Franklin and Bowers* work to mean that shared deci- 
sion making creates a leadership influence at lower levels and that these 
leaders are creating the climate while also being influenced by upper 
echelon leaders. 

Although the overall climate findings were very positive, one of the 
items which was scored lower by all groups was in the decision-making 
area (see Figure 9). We found that the line administrators rated their 
involvement in decision making about the work environment and in 
decisions affecting the quality of their work in the System 4 range. 
Staff administrators gave slightly less positive marks to being involved 
in decision making that affects their work environment and higher 
marks to involvement in decisions about the quality of their work. 
Faculty and classified staff gave mostly System 3 ratings to these two 
items. 

Relatively low ratings were given to the question on the extent to 
which the respondents were involved in establishing college goals. Two 
of the four groups responded with a less than average (System 2) in- 
volvement with goal setting, and all four groups expressed a less positive 
response to this item than to previous ones. We offer the observation 
of Miami-Dade master teacher, Alice Huff: 

Administrators feel faculty are included as representatives on 
decision-making councils, so they perceive faculty as included. 
Individual faculty members are not on the councils, so see 
themselves as not having direct participation. However, some 
of these duties are the responsibility of the Board of Trustees, 
and are therefore outside the realm of others in the 
organization. 

Goal-setting may be an example of a topic that often is decided by 
board policy, and for this reason we suggest that its inclusion under 
this section be reconsidered before the climate instrument is used again. 

Motivation 

One of the components of motivation is innovation, since it is gener- 
ally fostered through administrative support of faculty. Forehand (1968) 
found that innovation was present more often in autonomy-centered 
organizations than in rules-centered organizations. Fredericksen, Jensen, 
and Beaton (1972) found restrictive rules were repressive in a production 
area requiring creativity and interaction. Jones and James (1977) found 
nonroutine, complex technology significantly related to organizational 
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SUPPORT STAFF 


4.7 


5.3 


3.2 


(68) 



1 INVOLVEMENT IN INSTITUTIONAL 
DECISIONS 

2 INVOLVEMENT IN WORK DECISIONS 

3 INVOLVEMENT IN GOAL-SETTING 
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• ADMIN (STAFF) 
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climate measures of cooperation, friendliness, and warmth. Certainly 
a college setting such as Miami^Dade would be described as nonroutine 
and complex, since the excellent teaching which is one product acts 
as an input for another product, student achievement. 

According to Payne and Pugh (1976), in their study of climate related 
to organizational size, ^he hypothesis that large organizations are more 
bureaucratic and encourage conformity, suspicion, and little commit' 
ment to work has not been borne out. Instead, they found that organi- 
zational size affects the way work is done. The smaller the institution, 
the more the technology (in this case teaching methods) influences 
the structure of the organization. In other words, we can expect to 
find more support for innovation in a large institution, which is ex- 
actly what we found at Miami-Dade. 

Rothman's study of affluence and innovation (1974) revealed several 
findings that are relevant to colleges. Larger organizations with more 
resources tend to be more innovative and use uncommitted resources 
for innovative advances; smaller organizations expend less for innova- 
tion but implement to a greater degree what they do create. If an 
organization chooses to emphasize low costs and quantity rather than 
quality, it will be less innovative. 

Results in this section show exceptionally high enthusiasm for the 
current -climate at Miami-Dade. We interpret this to mean that 
employees feel motivation factors are strong (see Figure 10). Both ad- 
ministrative groups and classified staff report that they find the ex- 
tent to which innovative ideas and professional development are sup- 
ported is exceptionally high. Faculty at Miami-Dade also report that 
they feel well-supported in their innovative efforts and their profes- 
sional development by administrative personnel. In discussing freedom 
to innovate. Professor Roslyn Reich told us, 

the free academic climate my chairperson, Elizabeth Forrester, 
has created over the past 15 years enables me to structure my 
course curriculum and time outside of the classroom in a most 
creative manner. Under those conditions, 1 could go on 
teaching at MDCC indefinitely. 

We see tremendous agreement and commitment to the college's mis- 
sion. All four groups are exceptionally positive in their response to 
this item. A strong System 4 management style is shown here. 

A little less agreement surrounds cooperation across departments, 
with almost all groups reporting at the System 3 level. We would cau- 
tion that faculty who have less daily interaction outside their own 
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PROFILE OF college' CLIMATE 
CHARACTERISTICS 



MOTIVATION 
(MEANS) 



SYSTEM 4: 

Participative 
Group 



SYSTEM 3: 

Consultative 



SYSTEM 2: 

Benevolent 
Authoritative 



SYSTEM 1: 

Exploitive 
Authoritative 



ITEM 


1 


2 


3 


4 


5 


N 


ADMIN (LINE) 


6.3 


6.4 


6.8 


5.5 


6.0 


(22) 


ADMIN (STAFF) 


5.8 


5.8 


6.5 


5.2 


5.8 


(43) 


FACULTY 


5.1 


4.9 


6.4 


4.5 


5.6 


(127) 


SUPPORT STAFF 


5.5 


5.7 


6.2 


5.0 


5.4 


(68) 



1 INNOVATIVE IDEAS SUPPORTED 

2 SUPPOFrr FOR PROFESSIONAL 
DEVELOPMENT 

3 SUPPORT FOR MISSION 

4 COOPERATION ACROSS UNITS 

5 COOPERATION WITHIN UNITS 
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department may also not feel the need for more cooperation; they do 
feel more positive about the interactions within their own departments, 
as do the other three groups surveyed. On this item we see their 
responses nearing all System 4 responses. These are extremely high 
scores for all four groups, with great consensus around a positive motiva- 
tional climate. 

Communication 

Likert (1967) describes the flow of information in a System 4 organiza- 
tion as occurring between both individuals and groups. Much exchange 
is necessary to attain departmental and college goals. Members take 
responsibility to communicate relevant information and to initiate an 
information flow both upward and across the structure. Adequate and 
accurate information is available to ensure good decision making. All 
of this appears to line administrators to be occurring, as demonstrated 
by their collective responses to the items in this category shown in 
Figure 11. 

Although the importance of strategic information is more accentuated 
for administrators than for faculty, good information is always necessary 
to make good decisions. As a result, several items were included to 
address this issue. Our findings confirm that Miami-Dade has an ex- 
ceptional information network that is highly regarded by all four groups 
in the survey. Staff administrators, classified staff, and faculty also agree 
that there is much communication which is often accepted but is not 
as often questioned or discussed. Results were solidly favorable, although 
faculty did trail the other groups when queried about the willingness 
of administrators to share information and, conversely, about their 
own acceptance of such information. 

Rewards 

Many researchers think that managerial personnel contribute more 
to climate than do others in most organizations: 

If the climate is one which rewards and supports the display 
of individual differences, people in the same system will not 
behave similarly. Further, because satisfaction is a personal 
evaluation of a system's practices and procedures, people in 
the system will tend to agree less on their satisfaction than on 
their description of the system's climate (Schneider, 1975, 
p. 479). 
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PROFILE OF COLLEGE CLIMATE 
CHARACTERISTICS 



COMMUNICATIONS 
(MEANS) 



SYSTEM 4: 

Participative 
Group 



SYSTEM 3: 

Consultative 



SYSTEM 2: 

Benevolent 
Authoritative 



SYSTEM 1: 

Exploitive 
Authoritative 



ITEM 


1 


2 


3 


4 


N 


ADMIN (LINE) 


6.0 


6.0 


5.8 


5.5 


(22) 


ADMIN (STAFF) 


5.3 


5.5 


5.2 


5.0 


(43) 


FACULTY 


5.2 


5.2 


4.6 


4.4 


(127) 


SUPPORT STAFF 


5.4 


5.4 


4.8 


4.8 


(68) 



1 ADEQUACY OF INFORMATION 

2 ACCURACY OF INFORMATION 

3 SHARING OF INFORMATION 

4 PERCEPTIONS OF INFORMATION 
QUALITY 
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Schneider and Snyder (1975) dispelled the notion that climate was equal 
to satisfaction. In their study neither climate nor satisfaction is strongly 
correlated with production data, but satisfaction, not climate, did cor- 
relate with turnover data. Litwin and Stringer (1968) found that 
businesses with "achievement climates" were significantly more pro- 
ductive and innovative than organizations with either power or af- 
filiation climates. This study seems to support the Fredericksen notion 
that the focus of the organizational climate when made explicit and 
consistent exerts a positive influence. 

In our adaptation of the Likert instrument, we added the category 
"rewards" to measure an aspect of satisfaction suggested by other 
researchers in the field, such as Forehand and Gilmer (1964). Our results 
are reported in Figure 12. Enormous agreement is shown about the 
extent to which college programs meet the needs of students. A definite 
System 4 style is indicated here by all groups. Again most groups agreed 
that they felt generally positive about the rewards offered at Miami- 
Dade; however, faculty felt that teaching excellence was not as well 
rewarded as perhaps it could be. All except the line administrators 
also felt that their individual performances were rewarded to only an 
average degree; faculty indicated a response slightly below average. 

Overall Findings and Conclusions 

On the first overall question concerning the effectiveness of ad- 
ministration's efforts to manage and enhance teaching quality in the 
college, we find a split between System 4 and System 3 responses (see 
Figure 13). This time, the line administrators and the classified staff 
feel a superb job is being done. Staff administrators and faculty are 
a little more conservative in their response, yet still very positive. The 
second overall item asks to what extent the climate created on the 
respondent's campus is conducive to excellent performance. The results 
are generally more positive, although again we are seeing a 
predominantly System 3 management style. Again, we remind readers 
that this is a composite of responses from a random sample of all Miami- 
Dade personnel; the true heartbeat of the institution is being illustrated 
here, not just the opinions of the leaders. 

It is extremely important to remember that a "regression to the mean" 
mentality is easy to slip into as we interpret these data. In other words, 
it is easy to begin to talk about a score of 4.5 as a low mark, when 
in fact it is a high mark. On some of the items, the responses were 
so heavily positive that in comparison, others seem almost negative. 
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ADMIN (LINE) 


1 

6.5 


2 

5.8 


3 

5.5 


N 

(22) 


ADMIN (STAFF) 


5.9 


4.5 


4.9 


(43) 


FACULTY 


5.7 


4.3 


3.7 


(127) 


SUPPORT STAFF 


6.0 


4.0 


5.2 


(68) 



1 EXTENT STUDENTS REWARDED 

2 PERSONAL PERFORMANCE 
REWARDED 

3 EXCELLENT TEACHING REWARDED 
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PROFILE OFlCOLLEGE CLIMATE 
• CHARAGTERISTICS 



OVERALL CLIMATE 



SYSTEM 4: 

Participative 
Group 



SYSTEM 3: 

Consultative 



SYSTEM 2: 

Benevolent 
Authoritative 



SYSTEM 1: 

Exploitive 
Authoritative 




ITEM 1 2 N 

ADMIN (LINE) 6^0 6^0 ^ 

ADMIN (STAFF) 5^2 5^3 (43) 

FACULTY 4^2 4^5 (12^ 

SUPPORT STAFF 5^6 5^4 (68) 



1 ADMINISTRATIVE EFFECTIVENESS 
REGARDING TEACHING QUALITY 

2 EXTENT CLIMATE CONDUCIVE TO 
EXCELLENT PERFORMANCE 
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We must not fall into this trap. These are extremely high responses 
for a random sample of all groups of employees to give, and an overall 
climate of System 3 is definitely something for a college to be proud 
of. System 4 is a style most likely to occur in a highly organic, decen- 
tralized, innovative, and professional organization. This is not to say 
colleges should not try to achieve a System 4 management style, but 
that each management style is appropriate to different organizations 
at different stages of growth and development, and Miami-Dade is now 
in a high System 3 stage. 

Likert would argue that a System 4 management style leads to more 
productivity; perhaps as Miami-Dade continues to evolve it will show 
even higher levels of student achievement, the goal of any excellent 
college. We believe that our research of excellence of climate factors 
is helpriil to other researchers, and to college leaders interested in im- 
pro^ung the climate of their institutions. 
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, investigating the leadership at Miami-Dade Community College was 
an extremely important aspect of our study. One way to discover what 
comprises effective leadership is to examine what the leaders of a suc- 
cessful organization do. Consequently, we observed the actions, motiva- 
tions, and values of administrators representing the best at Miami-Dade. 
Altogether we surveyed and interviewed twenty-five administrators. 
The eight members of the executive management team— president, cen- 
tral staff vice presidents, and campus vice presidents— composed one 
group. The second group consisted of deans, associate deans, and one 
director who were selected by peers and faculty as among the best 
leaders in the college ^members of the executive management team were 
excluded from the college-wide selection process). Listed below are the 
Miami-Dade administrators who participated in our study of leader- 
ship excellence: 



Daniel Gill, Board Chairman 
Robert McCabe, President 

Duane Hansen, Vice President, Administration, District 

Roy Phillips, Vice President, Public Information, District 

Piedad Robertson, Vice President, Education, District 

Lester Brookner, Vice President, Business Affairs, District 

Terrence Kelly, Vice President, North Campus 

William Stokes, Vice President, South Campus 

Elizabeth Lundgren, Vice President, Medical Center Campus 

Administrators selected for outstanding performance 
North Campus 

Daniel Derrico, Dean for Administration 
Blanca Gonzalez, Chairperson, Accounting/Business 
Administration 

Jeffrey Lukenbill, District Dean, Academic Affairs (now Dean, 

Academic Affairs, North Campus) 
Wayne Silver, Associate Dean, Communication 



Executive Management Team 
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South Campus 

Jon Alexiou, Associate Dean, Social Science (now Vice Presi- 
dent of Academic Affairs, District) 
James Harvey, Associate Dean, Physical Education 
Jane MacDonald, Associate Dean, Natural Sciences 
Thomas McKitterick, Dean, Academic Affairs 
Margaret Pelton, Associate Dean, Academic Affairs 
Richard Schinoff, Dean of Student Services 

Wolfson Campus 
Yillian Coppolechia, Associate Dean for Bilingual Studies 
Suzanne Richter, Dean of Instruction 
Kathleen Sigler, Dean for Administration 

Medical Center Campus 
George Hedgespeth, Dean for Administration 
Jeanne Stark, Dean, Nursing Education 

District 

Kamala Anandam, Director, Computer-Based Instructional 
.Development and Research 
John Losak, Dean, Institutional Research 

During our study, we wanted to discover specific leadership attributes 
and other forces at work which appear to be linked to the successes 
at Miami'Dade. Our goal was to delineate the qualities leaders need 
to acquire and to develop in order to foster the cooperation necessary 
among all employees for creating the positive institutional climate and 
the effective instructional programs and systems at Miami'Dade. 

To accomplish this goal, we asked each subject to complete a lengthy, 
open-ended questionnaire and to grant us an hour^long interview 
employing McClelland's (1978) Behavior Event Interview Technique 
(BEIT). The BEIT asks subjects, in response to specific questions, to 
describe critical incidents occurring in the course of their work. In describ- 
ing an event which has resulted in personal change or development, the 
narrator reveals atritudes, values, skills, and qualities which characterize 
his or her actions. McClelland's method involves a coding procedure 
which factors out striking attributes and commonalities appearing in 
the narrative data. Beginning with a conceptual model adopted from 
Brown's Leadership Vitality^ we built from that framework and from the 
data of our Model of Situational Leadership (see Figure 14). 
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From our many interviews, discussions, and dialogues with President 
McCabe, we have found ample support for the conclusion drawn by 
the Commission on Strengthening Presidential Leadership led by Clark 
Kerr that Presidents Make a Difference (1984). Our study takes the state- 
ment in the title of that report a step further by concluding that an 
even greater difference is made when a strong president is supported 
by an administrative team with similar convictions and qualities. While 
our competency model is largely characteristic of the exemplary leaders 
at Miami-Dade, it does not profess to give a full description of the 
characteristic leadership style of any one of the administrators observed. 
Rather, it presents a composite view of the values, attitudes, and at- 
tributes that emerged as striking patterns occurring in the group as 
a whole. 



Situational Leadership 




■FIGURE 14 
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Results of the analysis of the leadership at Miami-Dade produced 
a three-part model: (1) sense of direction or task orientation, (2) struc- 
ture for implementation, and (3) sense of personal commitment and 
people orientation. These three major categories summarize the at- 
tributes observed among the leaders which have contributed, to a large 
degree, to the positive, achievement-oriented climate and the programs 
which are successfully meeting student needs at Miami-Dade. Without 
strong leadership, it is difficult to imagine the realization of the educa- 
tional reforms which have taken place ove.i' the past decade and which 
have accounted for marked improvement 'n student achievement and 
satisfaction. 

Furthermore, our study offers evidence and support for nearly every 
conclusion and recommendation set forth by the National Institute of 
Education (NIE) report. Involvement in Learning (1984). The **conditions 
of excellence" presented in the NIE report mirror the conditions which 
have been fostered by the leadership at Miami-Dade; (1) student in- 
volvement, (2) high expectations, and (3) assessment and feedback. 

Although we feel that Miami-Dade has addressed nearly all the 
recommendations offered by the NIE report, the following have received 
particular emphasis from the leadership at the college over the past 
ten years and continue to guide decisions regarding the planning and 
implementation of new projects. 

INCREASING STUDENT INVOLVEMENT 

All colleges should offer a systematic program of guidance and 
advisement that involves students firom matriculation through 
graduation. Student affairs personnel, peer counselors, faculty, 
and administrators should all participate in this system on a 
continuing basis (NIE, p. 31). 

The Miami-Dade Student Flow System described earlier in this volume, 
resulting from years of collaboration among all levels of personnel, accom- 
plishes the complex task of providing systematic guidance and advisement 
to all students from matriculation through graduation. The System en- 
tails a series of phases which warn students whose progress is unsatisfac- 
tory. This early warning system progressively increases intervention 
mechanisms for helping faltering students. If a student, after a number 
of warnings and interventions, fails to show satisfactory progress, he 
or she is placed on probation, which will eventually lead to dismissal 
if all attempts to assist the student in achieving satisfactory progress fail. 
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REALIZING HIGH EXPECTATIONS 

Faculties and chief academic officers in each institution vshould 
agree upon and disseminate a statement of the knowledge, 
capacities, and skills that students must develop prior to gradua- 
tion (NIB, p. 39). 

The administrative initiation and subsequent implementation of reading 
and writing components in all courses at Miami-Dade are manifesta- 
tions of this recommendation. In addition, development of specific exit 
competencies in the five General Education core courses is further 
evidence of enactment of this recommendation at the college. 

Liberal education requirements should be expanded and rein- 
vigorated to ensure that (1) curricular content is directly ad- 
dressed not only to subject matter but also to the development 
of capacities of analysis, problem solving, communication, and 
synthesis, and (2) students and faculty integrate knowledge from 
various disciplines (NIE, p. 43). 

Insistence by the administration and subsequent agreement among the 
faculty that five specifically developed, integrated General Educati m 
courses be a requirement, as well as twenty-three additional general 
education hours for every graduate, speaks to the need to prepar ur- 
ricular content addressed to skill development as well as to subjer at- 
ter acquisition. The initiation of the general-education requi 
riculum has necessitated the integration of knowledge from vv 
disciplines as well as collaboration and team-teaching among fa uh 
at Miami-Dade. The addition of reading and writing components to 
every course in the curriculum offered for credit is further evidence 
of the college's commitment to teaching students how to learn and 
to teaching skills necessary for living productively in society. 

Each institution should examine and adjust the content and 
delivery of the curriculum to match the knowledge, capacities, 
and skills it expects students to develop (NIE, p. 45). 

The entire reform movement at Miami-Dade, which involved major 
changes and revisions in curriculum, was based on the competencies 
students need in order to become productive and to function effec- 
tively in an information-based society. Furthermore, the curriculum 
was adjusted to accommodate individual student needs by offering 
developmental courses at varying levels, depending on the skills of enter- 
ing students. 
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Community colleges, colleges, and universities should supple- 
ment the credit system with proficiency assessments both in 
liberal education and in the. student's major as a condition of 
awarding degrees (NIE, p. 46). 

The definition of specific exit criteria from courses in the curriculum 
at Miami-Dade is one answer to this recommendation. 

Institutions should offer remedial courses and programs when 
necessary but should set standards and employ instructional 
techniques in those programs that will enable students to per- 
form well subsequently in college-level courses (NIE, p. 48). 

"Access with excellence" is not an empty phrase at Miami-Dade, as evi- 
denced in the practice of offering remedial courses at a number of levels. As 
the data have shown, at least 30% of the students beginning with remedial 
courses at the college have fared as well as or better than their university 
counterparts on the state-wide academic skills assessment exam. 

College presidents should strive to ensure that the behavior 
of their institutions evidences the ideals of honesty, justice, 
freedom, equality, generosity, and respect for others— the 
necessary values of community (NIE, p. 52). 

The ability to confront unacceptable behavior and to relate decisions 
to a personal respect for all humankind are two outstanding qualities 
demonstrated by the administrators we observed at Miami-Dade. 
Without a doubt, these leaders expect ethical behavior and practice 
it themselves, thus creating a climate of high ethical standards which 
permeates the institution. 

ASSESSMENT AND PROVIDING FEEDBACK 

Faculty and aca-;;mic deans should design and implement a 
systematic program to a :ss the knowledge, capacities, and 
skills developed in students by academic and co-curricular pro- 
grams (NIE, p. 55). 

At Miami-Dade, the establishment through collaborative effort between 
fac» and administration of early warnings for students in trouble 
and congratulatory letters for those experiencing success requires 
systematic assessment of the knowledge, capacities, and skills developed 
in students. Furthermore, the use of specific exit criteria for courses 
is another example of Miami-Dade's response to this recommendation. 
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College officials directly responsible for faculty personnel 
decisions should increase the weight given to teaching in the 
processes of hiring and determining retention, tenure, promo- 
tion, and compensation, and should improve means of assessing 
teaching effectiveness (NIE, p. 59). 

Every faculty member at Miami-Dade is evaluated every year. This 
policy is indicative of the college's commitment to teaching excellence. 
The administrators we interviewed emphasized the importance of 
formative rather than summative evaluation. That is, evaluation is 
a developmental process aimed at improving the quality of instruc- 
tion and developing people. The development of a fair and effective 
faculty evaluation process is ongoing at Miami-Dade. Administrators 
expressed over and over the need to find the best process possible. 
In addition, release time, not an inexpensive commitment by the in- 
stitution's leadership, was granted to faculty members for the purpose 
of preparing the five new General Education courses initiated by the 
reform. 

The leadership competency model represented in the code book 
which was developed and used for examining the behaviors of Miami- 
Dade administrators was, to a very large extent, validated when the 
responses of subjects were analyzed using the Behavior Event Inter- 
viewing Technique (BEIT). That is, we found substantial evidence that 
the attributes outlined in the model were abundantly present among 
the excellent leaders we studied (see Figure 14 for model). Since the 
qualities represented in the model were derived from leadership theory 
espoused since the *60s (Dodds, 1962; Evans, 1970; Cohen & March, 
1974; Kamm, 1982), as well as from a derivative sample of the data, 
the behaviors demonstrated by these administrators appear to reflect 
behavioral qualities which are linked with effective leadership. 
Therefore, in the following sections, we describe and illustrate the 
behavioral attributes which characterize the leadership responsible for 
initiating and implementing procedures and policies at Miami-Dade 
which account for improvements in morale among faculty and staff 
and in student achievement and satisfaction. Because most of these 
attributes were cited as critical to effective educational leadership by 
the NIE report and in previous research studies, we believe the 
competencies and the accompanying examples presented throughout 
the discussion provide general guidelines for improving administrative 
performance in the community college arena as well as in other higher 
educational settings. 
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SENSE OF DIRECTION 

The leaders observed at Miami-Dade demonstrated a clear sense of 
direction. By this, we mean they (1) think of future possibilities, (2) 
recognize present momentum, (3) have and apply educational convic- 
tions, and (4) think globally. 

Think of Future Possibilities 

As Thomas Sergiovanni (1984) and others have noted, excellent 
leaders in educational institutions are not merely competent. Rather, 
they have a vision of what the college ought to be and work to instill 
an identifiable culture among the inhabitants of the organization. In 
other words, outstanding administrators are symbolic, cultural leaders 
who build an organizational climate and culture through selective at- 
tention to specific goals and behaviors. Their very actions clarify direc- 
tion and build commitment leading to consensus regarding the organiza- 
tion's basic purposes. In response to our questions. Dr. Robert McCabe, 
President of Miami-Dade, conveys a sense of direction as well as in- 
sight into the demands of the future: 

My first place to look is the future If I designed an educa- 
tional program for today, it would not be any good. You have 
to design educational programs for what the surrounding com- 
munity is going to be in the future— five, ten years from now. 

President McCabe undoubtedly sets the tone at Miami-Dade with his 
unwavering commitment and strong emphasis on the basic philosophy 
that equal access must be accompanied by a demand for high stan- 
dards. This conviction, which he publicly states grows deeper all the 
time, helps to shape the entire institution. The administrators we in- 
terviewed expressed repeatedly in various ways the same values and 
concerns conveyed to us by the president. Most of the administrators 
we questioned had been at the college for over ten years, thus creating 
stability and continuity within the institution. Having shared values, 
these leaders, including the president, clearly demonstrate behaviors 
indicating a future orientation. That is, they (1) have vision, (2) relate 
decisions to a sense of institutional direction, (3) relate decisions to 
realistic possibilities for the college, (4) see important and necessary 
evidence to plot progress for the college, (5) use the institution s power 
and energy in planning and plotting progress for the college, and (6) 
promote future thinking in others. Thomas M. McKitterick, Dean of 
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Academic Affairs at Miami-Dade*s South Campus, expresses an ex- 
uberance shared by the key leaderc at the college: "I feel we have the 
ability to choose among unlimited opportunities. We can do what we 
wish to do and chart our own future." 

In the same vein, the vice president who directs the North Cam- 
pus, Terry Kelly, focuses clearly on where Miami'Dade is going in the 
following excerpt from his responses to our questions: 

High tech industry, the electronics age, is forcing the college 
to work more closely with the business and industry communi- 
ty, to be involved in more emphasis on retraining than entry 
level training to some extent, and to continue to stay in the 
"high tech" mode. Those are the major factors which are shap- 
ing the different directions the college is taking. College of- 
ficials who are not in tune with the revolution, the electronic 
revolution, are going to be lost. And if they are not dealing 
with the ability of American industry, or the inability of 
American industry in many ways, to fully accommodate the 
tremendous retraining needs of the American work force, it 
is a mistake. That training is real. It's needed in so many ways, 
and community colleges will have a grear future in dealing with 
that issue. 

Along a different line of thinking, Jeffrey Lukenbill, Dean of Aca- 
demic Affairs, North Campus, makes the observation. 

The concept of lifelong learning has taken hold with amazing 
speed— adults value continued learning more than ever was 
imagined fifteen years ago. The opportunity and challenge to 
meet adult needs and expectations call for dynamic responses 
which are not impeded by the state of the College 
bureaucracies. 

These reactions are indicative of the first major competency in our 
leadership model: think of future possibilities. Vision and concern about 
the future of the college, tinged with a sense of urgency, influence the 
manner in which' administrators make their day-to-day decisions. 

Recognize Present Momentum 

Outstanding leaders accent and draw upon the strengths of the col- 
lege in ordar to promote constant improvement. Specifically, they 
recognize, the present momentum at the college by (1) relating decisions 
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to the historical strengths of the college (to the convictions of those 
who populate thi* institution), (2) relating decisions to a realistic assess- 
ment of curient c!rr .unstances (educational, fiscal, and geographic), 
(3) relating decisions to a sense of where the college has been, (4) iden- 
tifying forces {rom the environment that are helpful in moving the 
institution forward, and (3) fostering credibility through a coherent 
perspectii^L leading to consistency and, therefore, to integrity. 

Dean McKitterick demonstrates that he relates decisions to a realistic 
assessment of current circumstances while at the same time maintain- 
ing a fiature perspective: 

I know that the college is on a sound fiscal base and has 
excellent administration of fiscal matters; therefore, I feel 
anything is possible. In addition, the leadership of the college 
has continued to think five years ahead which is extremely 
important. Such leaders should not get bogged down in opera- 
tions. I believe that an educational leader must be visionary 
and not too tied to a pragmatic present. I may be most useful 
when I am not busy with daily affairs. I am certain that this 
is true with the top leaders. 

A final example indicative of the leadership competency "recognize 
present momentum" is given by the Dean of Nursing Education at 
the Medical Center Campus, Jeanne Stark. Her response shows that 
she identifies forces within the environment which are helpful in ad- 
vancing the institution: 

I am very future oriented and feel that decisions made today 
must allow and prepare for those that I envision as inevitable. 
Nothing is static— a dynamic approach to education is vital. 
However, a sound informational base must be used. By that 
I mean what is happening in society, in education, in govern- 
ment that will influence the future. It is my job to be current 
and to share my information with my management team, and 
faculty and students when appropriate. 



Apply Educational Convictions 

Beginning with the president of a college, educational leadership, 
in order to be effective, must convey a strong commitment to learn- 
ing and instruction. The leaders in a college, including the president, 
cannot simply practice sound principles of management and expect to 
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achieve educational excellence. In order to lead a college effectively, 
administrators must demonstrate concern for instructional quality 
through their actions and values and the policies they set. There is 
no question the leaders at Miami-Dade exhibit a powerful commit- 
ment to learning and instruction. That is, they (1) have a well- 
formulated educational philosophy, (2) have a clear sense of priorities, 
(3) actively translate the college mission into student learning, (4) in- 
fluence faculty behavior toward student learning, (5) consistendy work 
to maintain and improve the institution's educational standards, and 
(6) are not afraid to use and exercise informed judgment. 

Dean Stark offers a list of principles which influence her decisions 
regarding student learning. The list clearly represents a philosophy 
about learning held generally among the subjects of our study: 

1. Students must be active participants in the process. 

2. Students must be assisted to understand how they think and how 
that process affects behaviors. 

3. Students must understand how the parts fit into the whole. 

4. Students must clearly understand expectations and support 
systems. 

5. There must be a recognition that all students are not equal- 
some need more help or time. 

6. Experiential learning supports theoretical learning. 

7. Students learn that which is made meaningful. 

8. The teacher must be observant and caring as well as 
knowledgeable. 

9. Students have the right to try to meet realistic goals within 
predetermined parameters but must be assisted to recognize 
strengths and limitations. 

10. Faculty must be provided with the tools and setting that will assist 
them to facilitate the learning process. 

11. Evaluation based on real data must help guide decisions related 
to change. 

The conviction that all students can learn prevails among these educa- 
tional leaders: 

All students can learn and succeed providing they know what 
is expected of them and that race and economic or social 
background are not factors in learning (George Hedgespeth, 
Dean for Administration, Medical Center Campus). 
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A. All students can learn, regardless of their preparation, 
if they believe they can learn, if they have clear, stimulating 
teaching, and if they have adequate academic support. 

B. Students have different, individual learning styles— the 
academic programs and classroom instruction must attempt 
to provide different learning and assessment opportunities. 

C. Students learn at different rates— the challer^e to develop 
systems that are not traditionally time bound is enormous. 

D. Most students learn best through some experiential mode. 
More programs and courses should include interactive learn- 
ing strategies. 

The college mission has been truly translated into student 
learning when that learning is the focus and true referent point 

of all College activity I attempt to influence faculty 

behavior toward student learning by emphasizing on every 
available occasion that student learning is what we are all 
about. Policies and procedures, programs and courses should 
all be evaluated in terms of their contribution to student learn- 
ing (Dean Lukenbill, Academic Affairs, North Campus). 

Think Globally 

A final competency under the major category "sense of direction" 
demonstrated by leaders at Miaini-Dade is the ability to think globally. 
This critical attribute is indicated by the following behaviors: (1) think- 
ing big (long term, higher principles, broader categories), (2) thinking 
and acting creatively, (3) seeing and conveying patterns of decision, 
(4) thinking ecologically or in terms of relationships, and (5) engaging 
in effective risk-taking in decisions affecting the future of the college, 
i.e., being innovative. 

Global thinking has been found to increase in strength with ad- 
ministrative position level (Mullin, 1985). Because top administrators 
typically engage in more strategic types of activities than do middle- 
level positions, this phenomenon is somewhat predictable. 

The horizon of the future varies from area to area. Staffing 
decisions have to be made in light of a future horizon which 
is one semester away. Training/retraining decisions must be 
made with an eye toward one or two years away. Special pro- 
gramming often must be viewed two or three years away. 
Demographics force longer-range futures to be considered, a 
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decade or more is a useful horizon for this type of decision 
making. Each of these, and of course many others, must be 
taken into account. It is like a range of mountains that you 
view; each successive mountain, as they get further away from 
you, becomes a little less distinct and lighter in color. Each 
one is real and has substance, and you have to consider all 
of them to understand the range, but you have to tackle them 
one at a time— never forgetting that the entirety of the range 
is the ultimate problem (Vice President Jon Alexiou, Academic 
Affairs, District). 

The community's disenchantment with educational institutions 
in general forces us to do some soul-searching. Technological 
possibilities force us to think differently about teaching/learn- 
ing. Global concerns force us to think broadly about human 
aspirations and potentials (Kamala Anandam, Director, 
Computer-Based Instructional Development and Research). 

One facet of this major competency area demands special attention 
and can best be described as innovation or risk-taking. It is clear from 
our investigation into the actions and behaviors of Miami-Dade ad- 
ministrators that they are willing to take risks. 

We have good people and depth. We have been willing to take 
risks starting from the outset, with the board and with my 
predecessor By the way, you don't just decide you are go- 
ing to take risks. You need a foundation of success to do it. 
When I go to the board, and I go to the board with things 
that sometimes they would disagree with or may have ques- 
tions about whether we should be doing it or not, I go in with 
a base of always having given them good information— knowing 
what's going on, no surprises, a history of success. That's the 
base in which you can say, "Let's try this and see. We think 
it's a good idea, give us a chance to try it." So the willingness 
to take risks and the depth of people we can interest in contin- 
uing to learn from others about what's happening around us 
have been a foundation of a carefully nurtured reputation that 
we have in our community and out (President McCabe). 

STRUCTURE FOR IMPLEMENTATION 

A second major competency area demonstrated among the leaders 
at Miami-Dade, structure for implementation, is really an extension of 
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the first major category, sense of direction. As discussed above, we 
found that these leaders provide a sense of direction through task- 
oriented behavior and by focusing on the basic purposes and direc- 
tion of the college. These effective leaders also provide structure for 
implementing practices and policies in order to achieve the goals and 
purposes of the organization. They provide structure through a varie- 
ty of means. First, they respect the expertise of others. Second, as Peters 
and Waterman (1982) have found, effective leaders possess a bias for 
action. Third, they use appropriate power and authority for an educa- 
tional setting recognizing that a leader leads only with the consent 
of the governed. Finally, they implement by increments. 

Respect Expertise in Others 

Respect for others' expertise is manifested in the ways the leaders partici- 
pating in our study interact with faculty, staff, and students. In general, 
we found that these leaders (1) show openly a respect for faculty, staff, 
and student expertise, (2) believe in the supremacy of the faculty in matters 
of its expertise on most educational matters, (3) know the limits of their 
own individual skill and authority, (4) are sensitive to the ideas, convic- 
tions, and feelings of others, (5) listen well, (6) handle well things init- 
iated by others, (7) delegate responsibility clearly, effectively, and appropri- 
ately by matching individual strengths with the tasks, (8) grant autonomy 
when delegating assignments, having tolerance for mistakes, (9) have the 
ability to structure problems, meetings, and decisions so that respon- 
sibility may be allocated to associates, and, finally (10) communicate 
regularly with internal constituencies in a more or less formal manner. 

Without a doubt, good leaders rely on good people. Dean McKitterick 
puts it this way: "The curriculum is what we are; the faculty provide 
the curriculum." Because of their respect for the talents and capabilities 
of others, effective administrators solicit input and listen well: 

I have twelve professionals reporting direcdy to me (associate 
deans and directors). Together they have over 150 years of ex- 
perience at Miami-Dade. I have only three years, so I must 
listen a lot (Dean McKitterick). 

Faculty members must feel they are a part of the team. Their 
input is essential in developing an effective plan for student 
learning. Without their input and commitment, student learn- 
ing will be negatively affected (Dean Kathleen Sigler, Adminis- 
tration, Wolfson Campus). 
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Blanca Gonzalez, Acting Associate Dean, Business Technical Division, 
North Campus, points out the necessity of freeing the faculty so that 
they can function effectively: "Faculty, inasmuch as possible, are isolated 
from the tedious day-to-day operations and *paper shuffling' necessary 
to a unit the size of our division and of MDCC." 

Finally, exceptional administrators know how to work effectively 
through others who have strengths in particular areas. They delegate 
responsibility effectively and grant autonomy realizing that mistakes 
will be made. That is, they allow room for the creative process to take 
place. Administrative support is thus an essential ingredient of cogent 
program planning and curricular operations. Vice President Kelly 
discusses this critical administrative behavior: 

When we start on a project. President McCabe stays behind 
us on everything. He doesn't waver a minute, and that's how 

we are able to get a great deal accomplished The 

philosophy is to get good people, give them good instruction, 
give them lots of room to move, lots of places to be creative, 
don't ride them, don't press them, trust them, and keep the 
project moving. 

President McCabe also underscores the importance of decentralizing 
and working well through people: 

First, get people to come up with ideas about how to plan a 
project and how to implement it so that people are implement- 
ing their own thing. Secondly, never think you have all the 
answers. I don't know how many illustrations I can give of 
people having ideas that I thought had no chance at all to 
succeed. Earlier in my career I would have said I can't support 
that. Later on I came around to thinking people had a good 
case, and they were the kind of people whose judgment I 
respected, and they did the work to do k. Let them try. Maybe 
it will work. If you want a good system, you have to give people 
a chance to express themselves, especially with professional peo; 
pie. They must be given a chance to own, and do, and create 
throughout the institution. 

Possess a Bias for Action 

The leaders at Miami-Dade are shakers and movers, possessing a 
bias for acrion. Besides having a concern for good timing and a tendency 
to decide promptly unless there are reasons to delay, they exercise 
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contingent leadership behavior. That is, these leaders alter methods 
and assign weights to concerns after assessing a particular situation. 
Having done so, they are flexible in their approach and choose courses 
of action appropriate to the situation. Furthermore, they are effective 
at collecting and integrating information. They take note of and analyze 
the context of decisions in order to understand the far-veacl ing ramifica- 
tions of a deliberated action before settling on a specific direction. 
Perhaps most important, they solicit input from others in nearly all 
decision making. 

Because good leaders depend heavily on the contributions of others, 
they are willing to change direction if new information requires them 
to do so. They do what the situation demands. The following excerpts 
illustrate how important they regard the opinions of others to be and 
how they go about obtaining consensus among staff: 

I attempt to get a wide range of points of view and informa* 
tion from a number of people in three categories: (1) experts 
on the issue, (2) recipients of the decision, and (3) administrators 
responsible for carrying out the decision. I attempt to give 
everyone an opportunity to participate. I keep adding elements 
until a consensus is reached (Vice President William Stokes, 
South Campus). 

When making a decision, I check data sources, check precedents 
in similar situations, consult with people who (either or both) 
(a) have an interest in the problem, (b) have knowledge, ex- 
perience, and/or wisdom to bring to bear on the problem. At 
some point I have to decide that I have enough input and data 
to make the decision. I try to avoid the extremes of either (a) 
making the decision with no input or insufficient data (unless 
time forces this), or (b) waiting until I have all of the input (you 
never will or it will be too late anyway!) (Dean Daniel Der- 
rico. Administration, North Campus). 

Outstanding administrators show great concern about timely decisions. 
They act promptly unless there is good reason for delay. Making deci- 
sions under pressure often forces them to act immediately: 

You often must make a decision now, or very soon, without 
the luxury of enough time for all of the input, data collection, 
and analysis, consultation, etc. that you would like to have. 
In these cases you do the best you can, make the decision that 
seems best with what you have to work with, and move on. 
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You can usually make another decision later to minimize the 
damage if you are wrong. If not, you live with it, don*t dwell 
on it, don't become defensive about it. Move on to the next 
problem! (Dean Derrico, North Campus). 

The "bias for action" competency also includes the ability to think 
through the implications before making a decision. Vice President 
Lundgren of Medical Center Campus says she "visualizes the impact 
of alternatives— both immediate and long range" before taking a par- 
ticular course of action. 

In our study and generally throughout the leadership literature, we 
found that exceptional administrators demonstrate a great deal of flex- 
ibility in their day-to-day actions and decisions: 

I attempt to plan ahead by about a year through the formula- 
tion of appropriate goals. However, a strength I see myself as 
having is that of "shifting gears" midstream in order to adjust 
to the demands of a present, unplanned, but valuable project. 
One must possess the ability to continually readjust to be suc- 
cessful at Miami-Dade (and probably anywhere) (Dean Cop- 
polechia, Wolfson Campus). 

My course of action really depends upon the scope of the goal. 
Often, if there is a realistic goal to achieve, the quicker one 
gets there, the better. On the other hand, if there's a long- 
term plan to stabilize enrollment, to build new programs, or 
to make some major shifts in the emphasis of the instructional 
program, a course of action is sometimes to try to move 
deliberately, touching all the bases and proceeding slowly so 
that when you finally get there you'll have built a foundation 

that won't crumble Again depending on the situations, 

there are several strategies that I have employed. Often it's out- 
and-out confrontation and head-on debate and let the chips 
fall where they may. Other times it's working on strategies to 
get supporters of those who disagree, personal friends of those 
who disagree or who are causing conflicts or problems, to get 
in the middle of the thing and help explain and support the 
administration's position. Often it's using outside people who 
give more credibility and more visibility to decisions so people 
can see them in another light. Often it's simply to ignore the 
criticism and move on and hope that in time it will pass (Vice 
President Kelly, North Campus). 
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One component of flexihlf* 1m K:!vi.>i h r*' ability to maintain control 
over what one docs v ' i t^' I iciicc, we asked these ad- 

ministrators how rlu-y liu ir ok* < rudy busy schedules under con- 
trol and what they do when they find themselves simply overextended. 
Their responses contain useful suggestions for administrators as well 
as others who hold pressure i>u' iiitui-;; 

Becoming overextended is a constant concern. There is no end 
of things that should be done. There is a constant need to 
prioritize. I actually review tasks periodically and ask: What 
is most important at this time? What can wait? What should 
I not try to do at all— because (1) I can't do it right anyway, 
or (2) it isn't worth the effort relative to other uses of my time 
and energy, or (3) it can be delegated to someone else who 
can do it just as well, and probably sooner. As to what to do 
about it, I sometimes go to my boss and say "time out! Let's 
see which of these things can be put on hold and also— no 
more special assignments or committees for a while!" (Dean 
Derrico, North Campus). 

Maintaining control of your life is one of the major problems. 
I get a stack of mail about ten inches high every day. I look 
at all my mail. 1 sort, pick out what I want to read, what I 
want to do, and what gets sent to someone else, etc. You can 
easily let what's in there describe your activity. It all is directing 
you, asking you to do something, wanting you to respond in 
some way— putting some restraint on you. The tough thing 
to do when that pile gets bigger is to step back from it and 
deal with it while keeping your own agenda and continuing 
to work (President McCabe). 

Use Appropriate Power and Authority 

We discovered that effective leaders at the college, while they recognize 
that there are many similarities between educational endeavors and 
businesses, also understand that the culture of a college campus dif- 
fers in several major ways from the culture of a business or industrial 
firm: 

There is a relationship between the management of a college 
and that of a business in the process of identif/ing institutional 
goals and objectives, in providing incentives for achieving these 
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goals and objectives, in promoting group efforts and group solu- 
tions to problems, and in adopting positive personnel prac' 
tices. There is a fundamental difference between the manage- 
ment of a business and of a college, in that the goal of a college 
is of a higher order of value— the realization of the potential 
of each student as contrasted to the achievement of profit for 
the business. The management of a college involves the 
enhancement of the individual— first the student, and then 
the faculty member— while the management of a business in 
the last analysis is impersonal since the good of the business 
subsumes the good of the individual workers (Dean Luken- 
bill, North Campus)* 

The subjects we observed are extremely canny in their assessment of 
the power structure of the college and the power inherent in their own 
positions. Describing the intrinsic power of their positions, these leaders 
show tremendous insight into the differences between power and 
influence: 

There is very little real power. There is responsibility but little 
real power. The power comes in the form of influence. I can 
influence faculty through suggestion and example, and I can 
influence the administration through well-reasoned and well- 
argued positions (Vice President Alexiou, District). 

The power in my position is not so much the authority to com- 
mand and direct, but more the opportunity to motivate and 
inspire. The greatest exercise of my power is to work with the 
administrators and faculty who report to me to identify goals, 
to plan, and to execute with dedication and integrity. I have 
a tremendous opportunity to exercise my power to bring in- 
dividuals together to pursue common goals and not to tolerate 
incompetence and inefficiency. Attempts to exercise my power 
by threats or by apparent superiority would be a mockery of 
authority and a deterrent to achievement of goals (Dean Luken- 
bill. North Campus). 

These leaders understand and recognize the decentralized authority 
structure of a college, they understand the informal power structure, 
and they are effective in resolving conflict. An outstanding feature of 
their actions is a willingness to confront what could be potentially 
destructive situations: 
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I deal with conflict directly; I try to get the parties together; 
I try to find out what has caused the conflict. I research any 
college policies related to the conflict, talk with the other peo- 
ple when necessary. Many times the conflicts I encounter need 
to be dealt with appropriately at another level. I try to follow 
through and see that the chair or faculty members have solved 
the problem (Margaret Pelton, Associate Dean, Humanities, 
South Campus). 

When my course of action is challenged, I first ask why. If there 
is a good reason, I can hear it and look for an alternate ap- 
proach. If the challenge is invalid, I attempt to change the 
challenger's mind through explanation of my reasoning. 
Sometimes the discussions become heated and loud, but I do 
not feel that is necessarily unhealthy. Sometimes I use a third 
person to assure listening is taking place on both sides (Dean 
Stark, Medical Center Campus). 

Finally, it is interesting to note that this competency, "appropriate use 
of power and authority within an educational setting," appeared to 
be the most powerful predictor of position level of the twelve com- 
petencies assessed among this sample of administrators (MuUin, 1985). 

Implement by Increments 

The final competency area under the major category "structure for 
implementation" demonstrated by administrators at Miami-Dade is 
the practice of getting things done step by step and little by little. These 
leaders readily bounce back from temporary setbacks and appreciate 
that slow change is progress. Furthermore, they relish partial successes. 
An important component of this competency area is the ability to live 
comfortably with ambiguity. These leaders accomplish success by 
avoiding ultimatums. They never become dogmatically wed to their 
way of doing things. On the contrary, they encourage and praise alter- 
native and even contradictory approaches. Whenever their course of 
action is challenged, they are effective in the resolution of the 
dissonance. 

The following examples show more specifically how the leaders at 
Miami-Dade move the institution forward by breaking tasks into 
achievable steps, and how they motivate faculty and staff to accomplish 
as many of the steps as possible: 
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In the past I favored rapid movement only to find myself sweep- 
ing up hurt feelings by the wayside and asking myself, "So now 
this goal has been attained; so what?" The fun in life is possess- 
ing a goal and proceeding through the motions for its attain- 
ment. After one Roal is achieved, the healthy individual seeks 
another. The key is to savor the ritual of the steps toward at- 
tamrrent. The attainment is often anticlimactic. However, if 
the progress is too slow one is bogged down in frustration. The 
v/orst «;tate of all, ot course, is having no goal; i.e., depression 
(jane MacDonald, Associate Dean, South Campus). 

I favor subdividing a long-range goal into smaller manageable 
objectives. I like to move quickly in achieving an objective 
which causes me to move closer to achieving a goal in a 
reasonable amount of time .... I am but a part of the college 
community, and, therefore, there are bound to be differences 
between my desire and what I am able to accomplish. With 
long-range goals and emphasis on the process, these differences 
do not seem to bother me much (Dean Schinoff, South 
Campus). 



The third and final major category of the leadership competency 
model which has emerged from our analysis of the behaviors, attitudes, 
and values of administrators at Miami'Dade is a sense of personal com- 
mitment to the job and to people. Although all three competency areas 
are essential for achieving a high quality of leadership, a strong per- 
sonal commitment may well be the most basic of all three areas. In 
Mullin's (1985) analysis of administrator responses, she found that a 
sense of powerful commitment was the most prevalently demonstrated 
quality among the Miami-Dade leaders interviewed. This finding sug- 
gests that exemplary leadership must begin with this behavioral com- 
ponent, for it is difficult to imagine successful demonstration of the 
other behavioral competencies represented in our leadership model 
without it. 

Four attributes lend substance to the everyday practices required for 
administering the business of an exemplary college: (1) having a positive 
outlook, (2) possessing personal energy, (3) having the ability to motivate 
others through employing good interpersonal skills, (4) possessing per- 
sonal convictions and integrity. 



SENSE OF PERSONAL COMMITMENT 
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Positive Action 

A striking quality exhibited by the leaders we studied at Miami-Dade 
is a clear sense of self and a great deal of self-respect in facing day-to- 
day problems. A second compelling quality is the tendency to discern 
the best in everyone in every circumstance. Third is the ability to admit 
mistakes and tolerate self-failures. A fourth characteristic related to 
a sense of personal commitment is the tendency to redirect thinking 
from seeing issues as problems to viewing them as challenges. Fifth, 
leaders rarely take things personally but rather see themselves as part 
of the system, a characteristic which harkens back to global thinking. 
Finally, and perhaps most important of all the specific attributes dis- 
cussed so far, they love their work but maintain a healthy balance 
between their careers and their personal lives: 

I love coming to work every day. I also love my weekends and 
vacations because it does wear on you after a while. But I do 
not see my job as "problems." I see it as the very normal pro- 
cess of getting things done within the limited time, energy, and 
resources that we can bring to bear. That is a challenge. . .One 
thing I heard years ago, I have always believed and remembered. 
I cannot recall who said it, but it is: "You should always take 
your responsibilities very seriously, but you should never take 
yourself too seriously" (Dean Derrico, North Campus). 

There's never any day that's the same. It is exciting to be on 
a college campus. I come with enthusiasm; sometimes the harder 
the problems, the more interesting it is to work on them. The 
challenging aspect of the job is that every day is going to be 
different; there's going to be some tough problems that make 
you stand tall. There's going to be satisfying moments and lots 
of frustrations, but it is a frin job making major contributions 
to learning, providing opportunities to srudents for moving in 
new directions, and bringing a lot of satisfaction to large numbers 
of people if our learning programs are doing what they are sup- 
posed to be doing (Vice President Kelly, North Campus). 

Optimism abounds throughout the responses given by these key leaders 
at Miami-Dade. They are realistic as well as positive in their approach 
to the daily challenges an administrator encounters: 

My "desires" are, at this point, less rigid and allow for "sur- 
prise" outcomes from time to time. I am comfortable with what 
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I am able to accomplish (Vice President Lundgren, Medical 
Center Campus). 

No problem is worth getting an ulcer over! Back up, relax, take 
a deep breath, keep the problems in perspective, and then do 
the best possible job you can with the energy and resources 
you possess O^mes Harvey, Associate Dean, South Campus). 

Blanca Gonzalez explains how she attempts to redirect thinking from 
problems into productive situations: 

I am a firm believer in negotiation rather than confrontation. 
I also try to avoid "no-win" situations. I try to determine who 
the challengers are and what the challenges are. I try to follow 
this by honest, open discussion. I have always felt that profes- 
sional disagreements are healthy and conducive to 
improvement. 

Another technique for viewing problems in a more positive light used by 
these administrators is recognizing the assets of the people with whom 
they work: 

I try to be aware of all of the positive and negative strengths 
of all of the people I work with. I find that the more I involve 
my staff in different activities, the more I learn about their 
abilities. I like very much to teach people about areas they know 
little about, and involve them in problem-solving activities that 
are new to them. All of this provides me with a continued 
fresh look at the most routine matters, as well as new solu- 
tions I wouldn't have thought of (Dean Sigler, Wolfson 
Campus). 

I think one of my strengths is that I do recognize assets held 
by other people because you really can't be an effective leader 
if you don't. Lots of skills and talents need to come to bear 
on having a good institution and the best way to build self- 
respect in others is to give them that free range, give them that 
support and the reward structure of the visibility, the exposure, 
the acknowledgments when good work is being done in plac- 
ing them in the right positions where they can be recognized 
for good work so they can feel good about themselves (Vice 
President Kelly, North Campus). 
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Personal Energy 

We found that the exemplary leaders at the college set an example 
of dedication and enthusiasm by generating the required energy for 
meeting difficult challenges. They frequently work alongside the peo- 
ple they direct, demonstrating their commitment to a course of action. 

Furthermore, these leaders initiate rather than respond. Dedication 
and persistence have been cited by authors who write about organiza- 
tional behavior as qualities which result in professional success and 
effectiveness. The following excerpts reveal the kind of tenacity and 
persistence which lead to professional efficacy: 

We wanted to close off a street that runs through the campus 
to traffic, but the local merchants were all opposing it, so we 
weren't successful. But I found a way to offer to the merchants 
another strep:t that could be made two-way instead of remain- 
ing one-way, if they would allow us to shut down one block 
of this other street. They agreed if I could convince the 
transportation people. It all worked out and we now have a 
broad avenue on campus for outdoor events (Dean Sigler, 
Wolfson Campus). 

I like challenges. My energy level rises when someone says "No" 
to an idea that my staff and I think is fantastic and should 
be supported. The more complex the project the more energy 
I can muster to be involved. As an example, I instituted a Quali- 
ty Circle Program that many said I could not do. After two 
years, it has just about been phased out, but it served its pur- 
pose (Dean Schinoff, South Campus). 

Finally, they remember to manage unobtrusively. Wayne Silver, 
Associate Dean of Communication at North Campus, illustrates the 
example these leaders set for others: 

I think I'm one of the luckiest people alive to be able to work 
at something that I enjoy and that I think is important. I think 
I'm twice blessed because I work with people I love and respect, 
people who share similar commitments. That's heartfelt and 
it's genuine, and I think it shows. I have an excitement for 
what I do and a real belief in what I do and I cherish the peo* 
pie with whom I work. I appeal to personal pride. I do that 
consciously and unconsciously, I guess. Because I believe in 
the basic nobility of this place and in the nobility of what we 
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do, I tend to appeal to that in people. If I have a strength, 
it's that. 

Motivational Orientation 

While the leaders we studied at Miami-Dade have high expectations 
of themselves and others, they are extremely supportive of people and 
possess warm interpersonal skills. In this way, they are successful at 
motivating others while nurturing self-respect. Dean John Losak ex- 
plains how he helps those he directs to grow and improve; "I attempt 
to build self-respect in people by precisely and intentionally reinforc- 
ing their assets and by never criticizing their personhood— only, and 
then rarely, their work." President McCabe adds, "Most important 
is to let people know you trust them. The most important way to show 
you trust them is to give responsibility and don't second guess." 

Exemplary leaders use humor effectively and demonstrate empathy 
for those with whom they work. Dean Stark comments, "Without a 
sense of humor you'd better not try to deal with others at all." Blanca 
Gonzalez states, "Like the comic relief in a Greek tragedy, life is too 
serious not to have some room for humor." Vice President Alexiou em- 
phasizes the significant part humor plays in his interactions with others: 

Humor is absolutely indispensable in dealing with others. 
Humor can take the bite out of decisions, and it can help create 
a shared environment. Without humor, two-hour meetings 
would seem like six (and not just four). 

And finally. 

Humor is an individualized personality trait that can work well 
for you if you are comfortable with it. It can ease tensions, 
facilitate team building, and add to an element or environment 
that this is a fun place to work. In all modesty I would think 
that if I was rating my own strengths I would consider that to 
be one. Humor is a very important part of my everyday ad- 
ministrative style. This is a part of how I function day-to-day 
either inside or outside the institution. There can be some 
drawbacks if one's humor is inappropriate or one becomes flip 
at the wrong times, or tries to joke away serious matters. So 
humor has to be tempered with some good judgment and good 
balance, but it certainly has a place, and, in my assessment, 
it is a very important administrative skill applied at the right 
time, with the right level of intensity (Vice President Kelly). 
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Along with humor, prevalent among the leaders we studied was gen- 
uine empathy for others, especially in situations requiring difficult deci- 
sions. Margaret Pelton of South Campus offers this comment: "One 
of the hardest things for people to do is to cause pain in another per- 
son. I try to face tough decisions and strategize how the pain can be 
as little as possible." Dean Lukenbill adds. 

Empathy is not sympathy that supports another s inappropriate 
dependency or avoidance. I try to listen carefully and critically. 
I try to demonstrate that I listen by using suggestions, support- 
ing efforts, and responding with concrete behaviors. 

These responses reveal that the leaders we observed regard people as 
more important than procedures. They listen, communicate, and 
develop a good rapport with the people they direct. TThey are approach- 
able and work constantly to keep all communication channels open 
and unclogged by trivia. 

My office door is open at all times. If it is closed it means you 
should not walk into the office. If it's open, even if someone 

is in there, you can come in. You don't have to knock 

The only time I really close my door is on personnel situations, 
because that is very privileged, a confidential exchange between 
myself and a staff member Qames Harvey). 

One mechanism these leaders use for improving communication is 
to give early signals in order to avoid confrontation; management-by- 
walking-around is another. Finally, they work hard to create coherence 
among staff, encouraging them to work together as a team. Dean Der- 
rico of North Campv gives a good illustration of how coherence is 
created and the foe? trivialities is reduced: 

I do not waste a i of energy playing games, telling and keep- 
ing track of difiSsrent stories, minding everybody else's business, 
or hating any person or group. These things are energy-sapping 
and self-destructive. I think positive. I think things can be done. 
I love my job. I believe in my work, my profession, my college. 

Fersonal Convictions 

Miami-Dade's exemplary leaders value people above everything else. 
As Vice President Lundgren puts it, "People are the product in our 
area of responsibility. Products such as written materials are just *tools.' " 
The leaders reveal a general respect and high regard for all in their 
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jelief in people and in their strong commitment to the development 
of faculty and staff either through involvement or formal training. 
Recognizing that interpersonal relations are more essential to an ad- 
ministrator's success than are managerial skills, they emphasize the 
importance of people over product. Consider the following responses 
in this light: 

I emphasize the importance of people over product by not mak- 
ing unreasonable demands on people (I very rarely ask anyone 
to stay late to complete a task; I almost never call them at 
home), and by continually reminding myself that they have 
lives and interests beyond their work (Dean John Losak, In- 
stitutional Researcher, District). 

I try to work within a philosophy that I don't ask people to 
do a job that I haven't done and wouldn't do myself. Sometimes 
that means doing things outside of what you are direcdy respon- 
sible for flDean George Hedgespeth, Medical Center Campus). 

I am enough of a humanist, beneath my business officer ex- 
terior, to believe that people are most important, that a single 
individual has value, rights, dignity, and commands respect. 
People should be treated with justice and compassion. This must 
not be sacrificed for any product because i:his is one of the core 
values— indeed the primary core value and moral principle— of 
our nation and of our college (Dean Derrico, North Campus). 

Vice President Stokes, South Campus, offers these maxims: 

1. Be truthful. 

2. Be consistent. 

3. Be relaxed and confident. 

4. Use "we," not "I." 

5. Remember where you came from. Good people need opportunities 
and challenges to succeed. 

Outstanding leaders work hard to be fair and recognize that people 
have a right to know about issues which directly affect them: **I try 
to alert them in advance. I feel that people should not be taken by 
surprise," says Kamala Anandam, Director of Computer-Based Instruc- 
tional Development and Research for the Miami-Dade District. 

A belief in human potential is characteristic of these leaders; they 
give credit and recognition to others for their accomplishments. Presi- 
dent McCabe's convictions about human potential are apparent in 
the following illustration: 
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I believe that nobody fully realizes his potential and that 
everybody has potential. It may be greater or smaller, but there 
is value in everyone. Part of our task is to try to get people- 
individuals— to realize and take advantage and feel good about 
themselves; to try to get students to understand what they can 
do, what values they have. Everyone is not going to be able 
to do the same thing. If the criterion for success were to be 
a ballet dancer, I would be in trouble. But I can probably learn 
to do something. There may be something else I can do well. 
There is potential in everyone that should be developed 
regardless at which level it turns out to be. 

Others offer their views on human potential: 

Human potential, given the proper motivation and leadership, 
can accomplish virtually any goal and overcome virtually any 
problem. That is not to say that each individual has the exact 
same amount of potential, or is capable of sustaining an equal 
amount of effort to achieve the goal. But everyone can move 
from where he is to some "better" state (Vice President 
Alexiou). 

I believe human potential is limitless. Properly motivated and 
given adequate resources, a human being can accomplish prac' 
tically anything (Dean Hedgespeth). 

As for reward and recognition. Dean Sigler offers comments which 
represent the general attitude of the subjects of our study: 

The most important aspect of [motivating and influencing 
others] is to provide positive recognition and reward for faculty 
when deserved. Such recognition does not always have to be 
a monetary reward— yet, that certainly helps!. . . Rewarding 
and recognizing positive behavior is a key to building self' 
respect. I think it is important the staff members know that 
not only do I know of the good work they do, but that my 
boss has been informed also. 

While willing to confront and correct inappropriate behavior, they 
also demonstrate concern for people in tough decisions. However, 
despite difficult situations, they have integrity and remain true to their 
values. 

In conclusion, through our analysis of the actions, values, and skills 
of key leaders at Miami-Dade, we believe that a model of leadership 
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excellence worthy of emulation by others in the field of community 
college education has emerged. "I think that we are especially impor* 
tant because we are trying to demonstrate to the country that you 
can have open access and high quality in the same context," Presi- 
dent McCabe says. This commitment is echoed throughout the in- 
stitution by administrators, support staff, and faculty. 
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If hat distinguishes a great teacher? Most of us can recall great 
teachers we've known, although we may not be able to explain precisely 
why they were "great." This is what researchers study: What makes 
these teachers different? What sets them apart? The literature on 
teaching effectiveness and the results of our study confirm that there 
is a core of characteristics which are central to excellent teaching. These 
characteristics, as exemplified by the excellent teachers we studied at 
Miami-Dade Community College, are the focus of this chapter. 

College research on teaching effectiveness can be categorized as 
process-outcome, qualitative, or descriptive (Ellner & Barnes, 1983). 
Process-outcome studies examine the relationship between actions and 
the results incurred by those actions— in other words, how the kind 
of teaching affects what the students learn. Qualitative studies observe 
everything that is going on and attempt to piece together a process. 
They look at real situations with the assumption that understanding 
can be gained only by the participants; therefore, qualitative research 
includes a level of interaction that precedes the development of theories. 
Descriptive studies focus on gathering data about the teaching pro- 
cess, either through a rating system, such as a five-point scale; a sign 
system which marks whether a behavior is observed within a time frame 
or not; or a category system in which an event is recorded when it 
occurs (Ellner & Barnes, 1983). The category system is used in this 
research. 

There are several ways to conceptualize occurrences. One is to select 
a characteristic, go into a classroom, and look for it. Another is to 
identify effective teachers and observe what those teachers do. We com- 
bined these techniques in our study. >X^at we found was an overwhelm- 
ing affirmation that, indeed, great teachers have certain definable 
characteristics, a combination of which makes up the "right stuff." Here 
we describe what that "stuff" is and in what ways it hiay be manifested. 
How those characteristics are combined and used may become the 
distinguishing factor between the excellent and the average. 

We sent Miami-Dade teachers and administrators a list of the twelve 
Selection Research Institute (SRI) themes, which we feel reflect well 
the literature on characteristics of effective teachers. Teachers and 
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administrators were asked to nominate two teachers they felt best ex- 
emplified these qualities. The number of nominations was tallied, and 
those candidates who received the most votes were selected from each 
campus. From over a thousand full-time instructors at the college, seven- 
teen professors were thus chosen, in proportionate numbers from each 
campus, with the largest campus selecting six nominees and the smallest 
selecting three. There were numerous ties, which were broken by the 
college president. Our methodology required that we limit our sample 
to a relatively small group, so the following seventeen were selected 
to represent the faculty as a whole: 

Thelma Altshuler, Arts/Sciences, Mitchell Wolfson Campus 

Jack Bateman, Biology, South Campus 

Robert Blitzer, Mathematics, South Campus 

M, Paige Cubbison, History, South Campus 

Betty Ferguson, Language Institute, North Campus 

Jack Gill, Math/Physics, North Campus 

James Gray, Occupational Education, Mitchell Wolfson Campus 

Phyllis Greenfield, Nursing Education, Medical Center Campus 

Alice Huff, Arts/Sciences, Medical Center Campus 

Roslyn Reich, Secretarial Careers, North Campus 

Margaret Rose, English Core, South Campus 

Candido Sanchez, Natural Sciences, Mitchell Wolfson Campus 

Louise Skellings, Communication, North Campus 

Roberta Stokes, Physical Education, South Campus 

Tonie Toney, Physics/Earth Science, South Campus 

William Weaver, Arts/Sciences, Medical Center Campus 

Reina Welch, Arts/Sciences, Mitchell Wolfson Campus 

The teachers who were rated as excellent by their supervisors and 
peers received an extensive questionnaire in which they were asked 
to describe in detail their teaching behaviors. We followed these ques- 
tionnaires with personal interviews conducted on their home campuses 
using the Behavioral Events Interview Technique (BEIT). The BEIT 
is an operant assessment technique, developed by David McClelland 
(1978), which assumes that if individuals have a certain quality they 
will mention it even if the quality is not speciiically named. This tech- 
nique has had wide validation; we, too, found it to be most effective. 

The responses to our questionnaires were coded against the twelve 
SRI teaching themes. At that time, a thirteenth theme that appeared 
consistently among our sample of excellent teachers was added to the 
original twelve. Using Klemp's categories for grouping the characteristics 
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of superior performance from people in all career fields, the inirteeri 
themes were divided into three divisions: motivation, interpersorial 
skills, and intellectual skills. These divisions served to organize the 
general teaching themes. (See Figure 15.) 



MOTIVATION 

According to Klemp, motivation is a key factor in the successful per- 
formance of any job. Motivation is defined by Klemp (1977) as "a need 
state-a prerequisite for behavior" (p. 107). We began our investigation 
by looking at the factors that appeared to motivate these teachers, the 
reasons they aspired to perform exceptionally well. As we looked for 
motivating factors, we also noted the interpersonal and mteliectual 
themes that were present in the responses of these successful instructors. 



Teaching, for Success 




MOTIVATION 






■FIGURE 15 
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Long'term Commitment 

Excellent teachers have a heartfelt commitment to teaching. They 
enjoy sharing information and feel a strong sense of meaning in the 
teacher-student relationship. Cohen and Brawer (1977) found that com^ 
munity colitge teachers wish to spend more time, rather than less, in 
the classroom with students. Wilson, Gaff, Dienst, Wood, and Bavry 
(1975) found that effective teachers show a greater commitment to teach- 
ing and enjoy it more. Another study found that teachers who want 
to teach more are the ones chosen by students as superior (Miller, 1974). 
Most of the teachers who were selected for the study at Miami-Dade 
I'lave been there for more than ten years and express the desire to stay 
until retirement. Professor James S. Gray's remarks are typical: "I ex- 
pect to teach as long as I am competent to do so. I thoroughly enjoy 
teaching and have no ambitions beyond being a good classroom teacher." 

High Expectations 

Excellent teachers have every intention of making a difference in 
their students' lives. Of course, they mean to affect students through 
their subject matter, but they are quite aware that they hold the power 
to have a profound impact on the students assigned to them. This 
belief that they can teach assumes that students can learn, for a teacher 
can have no impact unless the learner also chooses to be influenced. 
•Excellent teachers believe in their own efficacy (Farrar, Neufeld, & 
Milse, 1984). 

Believing in someone's ability to achieve has been fondly dubbed 
"the Pygmalion effect." It appears to motivate profoundly some peo- 
ple's achievement and frequently occurs in student-professor relation- 
ships. The excellent instructors at Miami-Dade encourage student 
achievement by their expectations. Not only do these instructors ex- 
pect great performance in academic areas, but they expect attitudes 
to measure up to their standards as ;vcll. 

High expectations can produce pressure for insecure students; 
therefore, it is important to set those expectations in a supportive 
climate that will allow students the freedom to be creative, to try, fail, 
try again, and succeed: ' ' 

My students know that I expect them to produce theiv best 
for me, but I try to alleviate the pressure by assuring them that 
I won't get upset if they make a mistake, ^^nly if they won't 
try (Professor Betty Ferguson). 
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Sometimes the skills expected have not been, taught or have not been 
learned previously. Effective teachers do not let this impede their pro- 
gress; they accept the challenge and incorporate the new material. 

Teachers also model the skills they want their students to know. 
Professor Thelma Altshuler illustrates: "I take notes on the board as 
a demonstration of what they should do as they watch televised 
lectures." 

Meeting the high expectations of these professors requires hard work 
on the part of the students. But the students choose to do the work 
because it brings self-satisfaction. Their efforts pay off for them, and 
they feel proud of their work. 

The literature on teaching often mcludes eferences to pitching in- 
struction to a "steering group," a group of students used as "bench- 
marks" to determine comprehension, pacing and the need for further 
practice (Good, Biddle, & Brophy, 1975). At the college level, this prac- 
tice is cited by Brown and Thornton (1963), who suggest that the op- 
timum point be determined by the instructor's knowledge of the per- 
formance levels of the students. In general, the higher the ability and 
achievement of the steering group in a classroom, the higher the learn- 
ing shown by the class as a whole. Teachers who aim higher generally 
produce bttter results (Billips Sl Rauth, 1984). These high expecta- 
tions and resulting successes produce positive results for students, in- 
cluding higher self-esteem, a higher self-concept regarding ability, and 
an improved internal locus of control, all of which often transfer to 
areas outside the classroom (Medley, 1979). And since these attitudes 
correlate with success, they may also correlate with achievement, 
motivation, and behavior. 

Excellent teachers develop good study and organizational habits in 
their students. According to both the research literature and findings 
in our study, teachers demonstrate their high expectations by model- 
ing, by making demands on students, and by helping them set and 
achieve goals. They model such behaviors as punctuality, organization, 
emphasis on academic tasks, and neatness (Glassman, 1980). They de- 
mand attention in class, and care and accuracy in student work. Each 
of these small tasks helps a student feel his or her work is important; 
as each task is accomplished well, the student is made to feel successful. 

The standards at Miami-Dade Community College are more rigorous 
than those of many other colleges, and they are more consistent across 
departments. Excellent teachers attest to the importance of maintain- 
ing high expectations and finding ways to move students along a con- 
tinuum from entry levol skills to proficiency. 
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Instill Student Responsibility 

Effective teachers make students accountable for their learning. Col- 
lege teachers believe that students, because they have chosen to come, 
are in class to learn. Tyler (1958) observed that both student motiva- 
tion and high standards of performance set by the learner were condi- 
tions for effective learning. This principle appears no less true today. 
Excellent teachers expect students to attend class, take notes, study, 
do assignments, ask questions in class, and make arrangements for extra 
help as necessary: 

If students have shortcomings which hinder their progress in 
my course, I expect them to take responsibility for improve- 
ment rather than waste time indulging in the "blame game" 
(Professor Toney). 

I expect students to accept their responsibilities and their roles 
as participants in the learning process. I help them understand 
that we must work together — but that it will take work (Pro- 
fessor Stokes). 

In sum, these teachers make the students take full responsibility, all 
the while encouraging them to meet the challenge, and cheering en- 
thusiastically when they succeed. They help students realize that success 
is not based on external factors like luck, but on their own ability to 
harness their talents, seize opportunities, and work arduously to under- 
stand their lessons. These teachers foster independence in their students 
by giving them the tools to learn for themselves. 

Available for Extra Help 

Schneider, Klemp, and Kastendiek (1981) found that effective instruc- 
tors are accessible outside of class, and they are available to average 
as well as to superior students. Roueche (1982) found that effective 
teachers have a commitment to the profession. Wilson et al. (1975) found 
this quality to be the single greatest delineator between effective faculty 
and their colleagues. Their results showed that the amount of inter- 
action outside of class multiplies the effect such teachers have on students. 
It seems reasonable to assume that a teacher who is available before 
and after class or during office hours is more likely to have good rap- 
port with students, see them as individuals, and be perceived as en- 
thusiastic. Garrison (1967) reported that community college instructors 
are student-centered, and Cohen and Brawer (1977) agreed. 
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We found that excellent faculty members are available not only for 
extra help in their classes, but also for college projects, student clubs, 
and the like. These instructors give of their time and expertise in many 
ways that support the actual classroom function. These teachers are 
fiiUy committed to their profession and to their students. They value 
what they do and feel it is a very real contribution to society. They 
are actively involved in making the educational process succeed, and 
their zeal attests to it. 

GOAL ORIENTATION 

Every learning field yields C; vast conglomeration of facts, constructs, 
theories, and principles. In order to make sense of the subject, teachers 
limit the parameters of their investigation by adopting goals. Specific 
goals help them narrow the field of the subject matter and provide 
a focus for instruction. A similar process is applied as they set goals 
in their own personal lives and again as they help students set goals. 

Set Personal Goals 

People who set personal goals and seek personal models for themselves 
are motivated to excel. In our study, the majority of participating teachers 
establish such goals and determine a course of action for attaining them. 
By clarifying their values into manageable goat ' r ^^xemplary teachers 
set up a clear path to follow in reaching * ^ yjctives: 

I pursue my goals by following the techniqa<;s of goal setting. 
I establish my objectives, identifv steps to achieve them, try 
to anticipate obstacles I may face, and identify methods for 
measuring my success (Professor Stokes). 

Family and spiritual values are often cited as inspirational motivation 
by the t /achers we studied. Perhaps their strong commitment to these 
values provides a foundation for an understanding of their own role 
in inspiring and supporting their students: 

I establish direction in my life through a number of means: 
1) by being conscious of certain priorities, such as my religious 
commitment, my family, and my commitment to my job; 2) by 
trying to assess accurately the areas where I have skills and 
talents, and the areas where I am not particularly skilled; 3) by 
trying to achieve some sort of balance in which I can grow 
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and develop personally and also be of some positive value to 
other people (Professor Rose). 

These people know the value of positive thinking and keep their talents 
in mind as they assess ways to go about reaching their goals. They 
constantly think in terms of potential success and measure their steps 
toward it. This frame of mind is a trait typical of successful people and 
appears to correlate positively with high-achieving students. (It will 
be addressed in more detail in this chapter under Positive Attitude.) 

yet Student Goals 

Excellent teachers also set goals for their students and help them 
to reach these goals. They carefully detail course outlines which set 
out clearly what they want and how they want it. Brown and Thorn- 
ton (1963) refer to an understanding of the goals as a prerequisite for 
learning. Then effective teachers help students move toward the 
achievement of these goals. Th^y believe that a course of action can 
be followed to a successful end. 

Moving students toward academic and personal goals is an impor- 
tant task to exceptional teachers, as is illustrated by the comments 
of Professor Gray: 

I believe that these students have goals and directions in their 
lives just as I have, and I am part of the process by which they 
will achieve these goals. 

INTEGRATED PERCEPTION 

Exceptional teachers have a holistic view of both their students and 
their subject matter. We refer to this characteristic as "integrated percep- 
tion." Students are seen as whole individuals operating in a broader 
context beyond the classroom. This view of students influences an ex- 
cellent teacher's approach to teaching, classroom examples, and 
methods used to illustrate concepts. Brown and Thornton (1963) sug- 
gest that this perspective can improve teaching. Miller (1972) finds this 
characteristic indicative of excellence. 

Exceptional college teachers appear to possess an integrated percep- 
tion more often than do high school teachers (Roueche, Baker, with 
Mullin &L Omaha Boy, 1985). The large majority of college teachers 
in our study demonstrated the ability to perceive the "big picture." 
As one excellent instructor says. 
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In addition to looking at my students as "students," I see them 
as whole persons with problems and strengths. I strive to be 
a teacher-facilitator; we all learn together (Professor Reich). 

Most of these instructors have had more than ten years of experience 
in teaching. It is possible that excellent teachers who have less ex- 
perience may not demonstrate this quality; or it may be that adult 
students are more aware of the need to relate themselves and their 
coursework to the greater whole and therefore *nake more demands 
on professors to provide the connections for them. 

Creating an interactive perspective for subject matter is another way 
effective teachers show their integrated perception. They do not see 
their classrooms as isolated glimpses of the truth, but rather as a part 
of the whole that lends authority to the truth: 

Never forgetting that the rest of academic disciplines are just 
as important as my own and convincing the students that this 
material has to be integrated with what they are learning in 
humanities, English, social studies, and science is my attitude. 
I relate current events in my field to other disciplines such as 
history, government, and the sciences. I stress the importance 
of reading and writing (Professor Gray). 

Integrated perception among exceptional teachers provides unity and 
continuity in daily lessons and further develops an understanding of 
facts and concepts from a more macroscopic view. Holistic teaching 
develops the total individual and helps students link the knowledge 
gained in the classroom to life in the total environment. Through this 
process, learning becomes meaningful, useful, and relevant for every 
student. 

Integrated perception is also a quality that sensitive people use to 
create their world view. By seeing students outside the classroom and 
by integrating subject matter into general learning, they share a perspec- 
tive useful in their own self-perception: 

Actually I can*t think of individual accomplishments as mean- 
ing as much as the evolution of my attitudes and insights over 
the years. I can now deal with students and situations more 
successfully than before (Professor William Weaver). 

Such individuals internalize understanding for the purpose of more 
useful service to others. This is a sophisticated quality and worthy of 
further study. 



133 

156 



ACCESS & EXCELLENCE: THE OPEN-DOOR COUEGE 



POSITIVE ATTITUDE 

The most powerful quality these teachers have is their understand' 
ing of how to U5f» a positive orientation to help students achieve. They 
bring to t! * nts a supportive attitude, a willingness to do what' 
ever is \-»ecc' < y • help them succeed. And, of course, they believe 
in their own ability to succeed. Their attitudes transform their teaching, 
bringing it to a higher level, a more productive standard. 

The link between teacher and learner is of prime consequence. Know* 
ing that success can be programmed, knowing that the instructor is 
capable of success, and then transferring thit knowledge to the stu- 
dent to enable continued success is a powerful tool: 

Visualization has tremendous potential in education. I visualize 
myself as a successful teacher; I visualize myself in important, 
new situations. I visualize myself in control. I conceive, believe, 
and achieve (Professor Reich). 



Believe in the Power of Success 

These excellent teachers are able to cut through the fear, the lack 
of confidence, and the lack of knowledge to share with their students 
a vision of achievement. They convey their concern in a positive manner 
that inspires the students with the desire to succeed. They do not assume 
that students will learn only if they want to learn; instead, these teachers 
see their job as being a motivating force to cause good performance. 
They believe in their students, and they believe in their teaching: 

I approach the academically deficient student as a challenge to 
my ability to teach the student something that will make a dif- 
ference in his life. Most students who are difficult to motivate 
are so because of their fear of failure. If I can get them to face 
that iv-ar, things seem to move forward (Professor Fergusoii; 

I see students as mostly ver>^ young people who have the capaci- 
ty for learning, like sponges in that respect, but sponges often 
with the outer pore spaces clogged with misconceptions ab^ut 
their potential, about science in general, and about coUtg n 
general (Professor Toney). 

The teachers manifest a powerfiilly positive attitude, which both 
challenges and inspires their students to achieve. This spirit incorporates 
their expectations, visions, and caring. They act with compassion, 
understanding, a spirit of adventure, and excitement. 
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Believe That Teacher Promotes Learning through Success 

Great teachers know that expectation alone does not produce results 
in the classroom. Each seed that is planted is carefully watered and 
nurtured so that growth can occur. In a college setting, no less than 
any other learning environment, students are taught how to progress 
through the learning cycle. 

The excellent teachers we studied believe that they are responsible 
for promoting learning through successes. They set up circumstances 
in which the students can experience success. Teachers know that they 
have influence in their classrooms, and they use their power construe 
tively to aid learning: 

From the first day of class on, I stress the fact that I am there 
to help them, that the reason I teach is because I love to teach 
and that their success is my success (Professor Welch). 

Student success is the school's reason for existence (Professor 
Reich). 

Reward Successful Behaviors 

These teachers not only structure their teaching to plan for success, 
but when it comes, they reward the behaviors that they want to see. 
Everything, from notes of praise to hugs, is possible in the positive 
environments created by these caring, loving, and supportive teachers: 

I heap oral praises on my students daily. I also write litde notes 
of praise on thf.ir assignments and exams for them to "show 
off* to their family and friends (Professor Ferguson). 

I read the names of students who earn A grades on exams and 
congratulate them individually in class. I also ask these students 
to describe briefly their personal study method that helped 

them to succeed When I find a question or observation 

to be interesting, welUstructured, most appropriate, a pleasant 
surprise, or simply something that never occurred to me, I 
thank them (Professor Toney). 

Show Enthusiasm 

An overwhelming majority of these teachers are enthusiastic about 
their teaching and use that quality to convey the message to the stU' 
dent that something exciting is about to happens 
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When my car hits the parking lot, my adrenalin starts to flow 
and I come alive (Professor Reich). 

Tm enthusiastic and make it clear that I like what we're doing, the 
textbooks, the assignments, the objectives, learning, writing, 
reading, being in a classroom with them, etc. professor Skellings). 

These examples typify the committed, enthusiastic instructors we 
recognize as excellent. They are consciously aware of their influence 
and of their ability to program success for their students by their ac- 
tions. They believe in their own effectiveness. They know how to create 
success in students, and they reward that success when it appears. All 
the while, they maintain a cheerful, exciting image which provides a 
model of their enthusiasm for the students and entices them into the 
realm of success. 

Reward Orientation 

Excellent teachers love teaching. They are satisfied with their pro- 
fession. Cohen and Brawer (1977) found a correlation between teachers 
who are concerned about students and those who have high job satisfac- 
tion. Despite the negative press that teaching has been getting for the 
past two decades, despite the long hours, low pay, and lack of recogni- 
tion among the public for their contributions, excellent teachers en- 
joy their work. What is the inside story that is missed by the critics? 
What do teachers know about their jobs that makes them willing to 
put up with the frustrations of underprepared students, drug problems, 
student discipline problems, administrative bureaucracy, and lack of 
respect from members of other professions? 

The answer is in the responses to their teaching that teachers receive 
daily. The nod of understanding, the delight experienced by a novice, 
their own feelings of achievement when a former student succeeds in 
his career field— these are the rewards of excellent teachers. They receive 
enormous satisfaction from seeing their work pay off. In few fields is 
the strain of work as intense or the rewards as personal. 

Excellent teachers spend long hours preparing clear, concise presen- 
tations for the steering group, adaptations of the lesson for those with 
individual problems, and extra time after class reiterating their main 
points and providing direction to students in need. In turn, they receive, 
along with their paychecks, a bonus— the "psychic income" of seeing 
a student's face light up with understanding when he masters a new 
concept or learns a new skill (Futrell, 1984): 
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The bottom line is knowing that I might have made a positive 
difference in someone^s life. Watching attitudes change and 
confidence increase is e-xciting. "Turning someone on" to 
mathematics and having him/her express appreciation is so 
very rewarding (Professor Gill). 

Not only do teachers receive **strokes" when they see achievement in 
their classrooms, but these exceptional teachers also have ongoing rela- 
tionships with students that provide them with positive feedback long 
after those students have graduated: 

I feel great when my students succeed in class or in life. Some- 
times it is because I am proud that I might presume to be part 
of the reason for the success. Sometimes it is because I am 
touched by how much the person wanted me to know about 
the success. ("I couldn't wait to tell you that I got a 7 on my 
essay on the CLAST examl") Sometimes it is because I know 
the effort that was put forth to achieve the success. I am 
especially delighted by the success of students who made it 
against the odds (Professor Skellings). 

This thrill is increased when teachers see former students who have 
applied their skills successfully in job situations: 

I have been able through the years to encourage students to 
achieve at a very high level. I have had many students who 
have become researchers, physicians, or school administrators 
and teachers, and I have received many letters of thanks. One 
of my former students wrote a newspaper article thanking me 
for being the kind of teacher that I am (Professor Bateman). 

The reward these teachers feel appears to be a major motivating force 
behind excellence in teaching. As teachers experience this stimulus, 
they begin to recycle the energy back to the student in the form of 
renewed commitment, higher expectations, an integrated perception 
of the subject and their students, and a positive attitude, including 
a vibrant sense of enthusiasm. 

INTERPERSONAL THEMES 

According to Klemp's system of categorizing, interpersonal themes 
are important components of a successful profile. The teaching themes 
of objectivity, active listening, rapport, and empathy fit comfortably 
under this general umbrella. Interest in these areas has blossomed. 
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Suddenly the bookstores are filled with literature on how to improve 
interpersonal skills, speakers are offering workshops at local high 
schools, and many businesses are hiring consultants to teach employees 
how to create more effective relationships. People have recently begun 
to recognize that interpersonal skills make a substantial contribution 
to the atmosphere of a work area. 

Educators have long been aware of the impact of interpersonal skills 
in the classroom. Much has been written about the role of a congenial 
and supportive climate in learning. Easton et aL (1984) report that ef' 
fective community college teachers "create a classroom atmosphere that 
they describe as relaxed, comfortable, cheerful, friendly, nonthreat- 
ening, and positive" (p. 8). More recently, research by Guskey and 
Easton (1983) in community colleges confirmed this finding. They make 
the case that teachers who show an interest in their students encourage 
students through that behavior to become involved, which in turn 
enhances their learning and achievement 

How is this learning environment established? Teachers have found 
that by learning the name of and a few facts about each student, they 
demonstrate to students that they are interested in them. Then ex- 
cellent teachers use this information to relate the course materials to 
the interests, hobbies, and talents of the class members. They show 
concern over the difficulties and triumphs experienced in their classes 
and they share their own feelings with students to create a closer, shared 
experience. When they make a mistake, they admit it, thus demon- 
strating that "to err is human," and that mistakes can be tolerated 
and used as learning devices. These teachers also show a sensitivity 
to the student's background and try to use that background as a positive 
point of departure for dealing with the subject matter. 

Showing interest and concern is significant, but it is equally important 
not to become so personal chat the student feels harassed, violated, or 
embarrassed (Guskey & Easton, 1982), A supportive climate prevents 
emotional overload by defining personal decorum. By sharing personal 
feelings, the teacher encourages the student to open up. When students 
do contribute, their information is put into the context of the lesson. 
The student is thus shown appreciation for his involvement, and the 
exchange models for other students that opinions, thoughts, feelings, 
and interests are accepted and respected in the classroom. Often humor 
is used to show the student that learning does not have to be a dangerous 
risk. Corrective feedback is given in a nonthreatening, objective way. 

A high-school study by Ware (1978) describes the kind of rewards 
that students prefer. They rejected most extrinsic types of rewards such 
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as plaques, certificates, or public recognition. Their preference was for the 
intrinsic types of rewards that are difficult for school systems to imple- 
ment. The top four choices were (1) reaching a personal goal; (2) receiving 
a scholarship for school; (3) getting compliments and encouragement 
from friends; and (4) being accepted as a person and having others seek 
their opinions. Some of these rewards can be structured into individual 
classrooms. Students in the survey suggested that teachers provide moral 
support, teach and encourage students to be more complimentary to 
one another, listen, encourage the sharing of successes, recognize in- 
dividuals as worthwhile, and teach communication skills. 

A number of studies at the secondary and college level document 
a dichotomy among teachers: some teachers foster good attitudes in 
students, wliile others foster learning potential (Good, Biddle, & 
Brophy, 1975). As one group of researchers remarked, "Satisfying 
human relationships is a necessary but insufficient condition for stu- 
dent learning" (Murphy, Weil, Hallinger, & Mitman, 1982). Creating 
an environment that is responsive to both these concerns is typical 
of intuitive teachers. They use their interpersonal skills to enhance 
learning outcomes. This section focuses on four interpersonal themes: 
objectivity^ active listening, rapport, and empathy. Around these 
themes cluster specific characteristics used by excellent teachers to create 
a supportive climate conducive to effective learning. 

OBJECTIVITY 

Althoi f ' jllege teachers are not faced with the discipline problems 
that iiij. - ,s ^ j1 teachers cope with, they still have to maintain a sense 
of fair piJ^ dealing with classroom interaction. Sometimes' students 
inadvertently offenJ others, act surly, or have disruptive mannerisms. 
In nny of these situations, excellent teachers respond calmly and ob- 
jectively (Coker, Medley, & Soar, 1980). They try to determine the 
facts; they do not seek to blame, but choose to solve the problem quickly 
and efficiently before it gets more complex. 

Exceptional teachers are patient and understanding, nurturing the 
positive in each student. However, they are task-oriented at the same 
time. They do not lose sight of their goals and the achievement focus, 
approaching their task in a business-like fashion that uses communica- 
tion skills effectively to create involvement around their subject matter. 
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Evaluate Objectively and Fairly 

Tough situations are handled calmly, with routine self-assurance. 
By keeping some distance between self and the problem, excellent 
teachers are better able to respond fairly: 

The best situation is to avoid "emotional" relationships. If one 
oeems to be developing, I believe it is best to just listen— not 
to make any quick decisions or react in haste. Once things 
have "cooled down," I make an attempt to discuss the situa- 
tion and evaluate the total issue (Professor Stokes). 

I remind myself that we all use defense mechanisms, and I at- 
tempt to put mine aside long enough to analyze the situation 
objectively. I encourage students to express themselves, but 
at the same time I remind them that most often "it's not what 
you say but how you say it." If we can agree to proceed from 
this point, it is usually possible to get all the issues on the table 
(Professor Ferguson). 

Seek SolutionSy Not Blame 

These teachers concentrate on the solution, not on the blame. They 
are interested in getting on with the lesson; they expend only what 
energy is necessary to move the situation to a constructive close: 

Not long ago I had a student who repeatedly asked questions 
in class that went well beyond the range of the course con- 
tent. I told him that his questions were good ones, but that 
many of them could not be entertained in class due to the 
nature of the course and time constraints. I invited him to visit 
me during my office hours. As it turned out, we had several 
good discussions on the subject over coffee (Professor Toney). 

Side with the Student 

The successful teachers whom we interviewed indicated that they 
feel they are on the student's side. This quality is also mentioned in 
the Chicago study on effective teaching in community colleges (Easton 
et al., 1984). Professor Weaver's comments are representative of the 
attitudes of successful teachers at Miami-Dade: 

I try to convey that my job is to help [students] discover some 
new things in what might be a challenging experience— that 
I am on their side on an exam— not the exam's side. 
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They try to understand individual behavior, learn the facts, and make 
objective decisions, yet all within the realm of the task at hand— learning 
the course material. 



ACTIVE LISTENING 

Attentive listening is a communication skill that is basic to effective 
interaction. We found that the teachers we studied are exceptionally 
committed to careful and distinct listening, that they repeat student 
responses to assure correct interpretation, and that they make use of 
nonverbal cues as well. Aspy (1973) describes these paraphrasings as 
interchangeable responses. Teachers use these interchangeable Lv^r-ponses 
to summarize what the student has said (Good, Biddle, & Brophy, 
1975). They are feedback intended not only to validate perceptions, 
but also to communicate that what the student has to say is valued. 
Both of these make the students feel they are worthwhile and that 
their thoughts are important. 

Paraphrase for Clarification 

Correlational studies (Good, Biddle, & Brophy, 1975) on inter- 
changeable responses indicate that improved student gains are a direct 
result of interchangeable responses by the teachers, rather than of some 
extraneous variable. Paraphrasing also includes the acuity of the teacher 
in perceiving the nuances and implications of what the student is saying. 

Take Time to Hear Student Out 

The key to actually hearing one's students is to care first about 
what they say, and I definitely care. I want to know what they 
think— I want to hear their ideas and suggestions. I believe it 
is also important to provide an atmosphere in which good com- 
munication is possible and encouraged. In addition, one must 
take the time to listen and strive to provide time for student 
interaction (Professor Stokes). 

Effective teachers can "listen" attentively on paper as well as in a class- 
room. Often they are required to read between the lines to determine 
exactly what the student is saying. Taking time to jot notes to students 
is another way of showing they care and that the student is important 
(Brown & Thornton, 1963). These small gestures are not lost on students; 
they help to create the relationship between teacher and student that 
has been related to student success in college (Wilson et al., 1975). 
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Attend to Nonverbal Clues 

In i study by Schneider, Kicmp, and Kastendiek (1981), many ef- 
fective titachers described how they interpret individual nonverbal clues 
or read the mood of a group. Often by looking over the class, teachers 
can oense if they are explaining clearly, keeping students interested, 
and maintaining a pace that is ^appropriate. Professor Weaver has a 
succinct process for integrating nonverbal communication: "When in 
the classroom I watch their eyes! They speak volumes!'* In a multi- 
ethnic setting like Miami-Dade, many of the nonverbal cues are also 
cultural and must be learned by faculty: 

I am carefial to be respectful of students, never to refer to per- 
sonal qualities such as physical appearance, accent, etc.; I am 
solicitous of health problems, alert to appearances of ner- 
vousness, sadness, etc. (Professor Cubbison). 

Willing to Listen out of Class 

Wilson et al. (1975) found that the biggest difference between effec- 
tive teachers and others was the extent to which they are involved 
with students outside of class. Sometimes their motives are to try to 
reach the student in class by using out-of-class knowledge: 

I never discourage students who want to share personal feel- 
ings. This type of sharing often gives me insight as to the best 
approach to helping that student succeed (Professor Ferguson). 

At other times, these successful teachers manifest the caring charact- 
eristic of teachers involved in close relationships with their students: 

I am flattered when a student feels open enough with me to 
share personal feelings. I am not trained in any counseling 
techniques, so I avoid giving advice unless I feel quite confi- 
dent about what I am suggesting (Professor Rose). 

I want students to know that I am willing to listen. If I am 
conferring with a student over a personal problem, I elect to 
allow the student the opportunity to talk as much as possible. 
I do a great deal of listening and use a "non-directed" approach 
as much as I can. Often student will arrive at a viable solu- 
tion on his ov/n (Profec / Gill). 

Excelleriv teachers really are e:*cellent listeners. 
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RAPPORT 

Rapport is a quality closely related to both active listening and em- 
pathy. We have defined it in our work as the ability to maintain an 
approving and mutually favorable relationship with students. Rapport 
is built between teacher and student, but is also fostered among students 
in order to create the unthreatening climate beneficial to a free eX' 
change. Teachers express rapport not only through relationships, but 
also through humor, caring, and respect. Establishing good rapport 
with students requires that teachers be open and honest. Teachers who 
create high levels of rapport do so by openly exchanging information 
and feelings with students. 

Research is clear about the importance of faculty-student interac' 
tions to the student's desire to stay in school and to benefit from what 
the college environment offers (Wilson et al., 1975). Easton et al. (1984) 
support the use of personal information to make classes more relevant 
to students. Another major study concludes that an essential cI^ t 
acteristic of the most successful college professors is having rapp^.l. 
v/ith students. A careful look at the facets of rapport will clarify these 
research findings. 

Exhibit a Sense of Humor 

Teachers create rapport with their use of humor (EUner & Barnes, 
1983). Teachers who exhibit a sense of humor appear more human 
and more accessible to students. Humor also creates a feeling that learn- 
ing itself is fun, that the subject matter need not be intimidating: 

I see a very direct relation between having a good time in class, 
laughing in class, feeling comfortable in class, and being moti- 
vat&i to work hard, read more, prepare thoroughly, produce 
more, etc. (Professor Rose). 

The connection between productivity and fun has yet to be borne out 
in the literature, but it is definitely a way of teaching that excellent 
teachers feel produces results in their students . This area warrants fur- 
ther investigation in order to establish whether the correl-:tion between 
fun and learning really exists. It may cause a good feeling, a feeling 
of rapport, which in turn leads to the desire to excel, *^o perform, to 
do one's best. It does seem that if something is enjoyable, more time 
wi)! b« cper.t: doing it. And time on task has been widely validated 
in the literature as a means to spurring achievement in a subject area 
(Stallings, 1981), 
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Show Personal Interest in Students 

Active listening is only one way that teachers show a personal in- 
terest in students. Teachers who take the time to learn their students* 
names and some information about them can use this later to spark 
discussions relevant to subject material. Showing an interest in another 
is the first step in building a relationship. Good teachers foster rela- 
tionships in the belief that learning will be enhanced. Some teachers 
incorporate this personal interest in students into an introductory 
procedure: 

Near the beginning of the term my students fill out a q< 
tionnaire for me so that I can get lo know them a little better. 
Among the questions I ask are: What is your travel experience? 
What are your hobbies? What do you do in your leisure time? 
By remembering some of their responses and tying them in 
with the course I help them to have an identity and sense of 
importance (Professor Toney). 

I make eye contact with people in class, smile, nod, and do 
everything in my power to let them know that I am aware of 
their presence and am concerned about their academic ,ieeds. 
This is not always easy— I teach large lecture classes with 70-130 
students (Professor Blitzer). 

Establish Harmonious Relatioruhips with Students 

I value my relationship with my students, and hope that many 
friendships, as well as teacher-student relationships, continue 
to develop (Professor Rose). 

Some teachers describe rapport as the stuff that makes teaching another 
person possible. Without it they cannot work. The teacher-student 
relationship is carefully constructed to allow learning to take place. 
Many excellent teachers find ways of capturing student attention, and 
pleasant, friendly interaction helps: 

When I see my students outside of class and recognize them, 
I speak. If they are seated nearby at a ball game or in the 
cafeteria, etc., I often ask them to join me if it seems that it 
would not make rh jm uncomfortable (Professor Toney). 

My interest in students* personal lives, my compliments to 
students on their dress and grooming, my inquiries about 

m 
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absences, ir *. use of humor and teasing arc a few ways I think 
I try to establish harmonious relationships with my students. 
I especially find it enlightening to speak to them in the halls 
or after class to elicit feedback on a one-to-ono basis (Professor 
Reich). 

Professor Reich takes time to notice them, to establish a presence in 
their lives, to let them know she cares about them and wrmts them 
to be open with her in return. She builds a trust that will later be useful 
when introducing new material or asking for a new behavior. These 
relationships are well worth the time they take to build because they 
become springboards for later demands. 

Show Students Respect 

Shov/ing students respect is another aspect of creating rapport. 
Respect -^ts students know that they are valued and that the professor 
really accepts them as equals in being, if not in knowing: 

I usually call them "Miss X" or "Mr. Y" in order to show that 
I regard them as mature individuals. I always liked that when 
I was in college (Professor Cubbison). 

When students feel respected, it increases their learning 
capabilities. They are willing to ask questions or come to the 
office for help. They are willing to devote time to learn the 
subject (Professor Sanchez). 

Create Caring Climate in Classroom 

A supportive climate is a strong component of rapport. Within a 
protective environment, students are free to express themselves, to build 
trusting relationships with their professors and with each other: 

I create a classroom atmosphere that is non^threatening to the 
student's relationship with me and with other students. The 
student might well be threatened by a pop quiz or a major 
test if he hasn't studied, but I do not want him to be threatened 
by the thought that I might embarrass him or put him on the 
spot. If a student tells me that he is ill at ease about being called 
on in class, I honor that. I want my classroom to be a place 
where people feel comfortable, accepted (Professor Rose). 

Climate is estab!*.* ! according to the professor's values: 
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A structured, attentive, polite, and respectful atmosphere per- 
mits humorous remarks, spontaneous comments, disagreement 
about interpretations, etc., to occur from all of us without let- 
ting the classroom degenerate into chaos (Professor Cubbison). 

Excellent teachers know the value of establishing open and suppor- 
tive climates in their classrooms. 

EMPATHY 

Empathy is the ability to stand in another^s shoes, to understand 
reality from another's perspective. This quality evokes a deep response 
in one person for another. Superior teachers are warm and caring, 
yet they assert high expectations firmly and fairly by laying well-planned 
paths to success for their students. 

Model Caring Behavior 

Excellent teachers are often empathetic and reach c at to students in 
need. By showing them that they feel for the students in their particular sit- 
uation, they model caring behavior. Some of the attributes of active listen- 
ing are shared with empathy, such as this recognition of another's feelings. 

Share Self with the Class 

Similar to modeling, effective teachers demonstrate how to induce 
empathy by sharing their own feelings with the class. A teacher may 
lessen students' fear of failute by revealing his or her own flaws: 

I want people to be able to learn abstract, complex logic in 
an informal, comfortable, supportive environment. To this end 
I share my own difficulties when I first encountered the material 
(Professor Blitzer). 

Students need to know that their professors are human beings 
who have faced and conquered the same challenges that they 
face. Moreover, they seem to get encouragement from the knowl- 
edge that teachers still face daily challenges (Professor Ferguson). 

Demonstrate Understanding of Others 

The ability to understand others and to demonstrate that understand- 
ing are special qualities, and the outstanding teachers in our study 
possess those qualities: 
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Sometimes students have severe problems which are very emo- 
tional for them. I am very empathetic in response to these prob- 
lems. I am also a touching person, so a pat on the back or 
a hug often helps (Professor Bateman). 

Excellent teachers never forget what they are about. They use emotions 
to get at their teaching mission, but the emotions are not substitutes 
for the teaching'learning process. 

The interpersonal qualities of objectivity, active listening, rapport, 
and empathy suggest that successful people are people-oriented. We 
know (from Klemp, 1977) that successful people have well-developed 
interpersonal skills; excellent professors are no different. They show 
what Klemp calls "active empathy," being able to pick up and act on 
clues conveyed by others. Interpreting signals correctly enables teachers 
to help students overcome their problems, which in turn facilitates 
learning. Effective teachers evaluate objectively, exercising fairness in 
their judgments. They listen carefully to what is being said, ever mindful 
of the person behind the words, and make themselves available for 
personal exchanges. The best teachers have learned to use humor, per- 
sonal interests, and respect to help establish meaningful relationships 
with students, and they create climates conducive to sharing and feel- 
ings of trust. And finally, they know how to express the care they feel 
for others who are in awkward or painful situations. 

INTELLECTUAL THEMES 

In addition to motivation and interpersonal skills, exceptional teachers 
use another group of skills and characteristics to propagate their trade. 
This final group of characteristics considered in our study, the intellec- 
tual themes, includes an individualized perception of students, use of 
teaching strategies, knowledge, and innovation. In adopting the Klemp 
model (1977), we agreed that intellectual or cognitive skills Involve the 
.3*ylity to synthesize information thematically and logically, to under- 
stand many sides of a controversial issue, and to learn from experience. 
In the last two sections, we have explained how excellent teachers teach; 
in this section we investigate what they teach. 

INDIVIDUALIZED PERCEPTION 

Seeing students as individuals with different learning styles, different 
interests, and different motivations is what is meant by individualized 
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perception. Wilson et al. (1975) point out that student, v. c;at to learn 
different things, according to their interests. Tliese aatho 's acknowledge 
that there are many methods now in use to help instructors Individ- 
ualize, such as mastery learning, self-paced learning, and personalized 
systems of instruction. 

Students may be the best sources of how they learn and how a course 
can best serve their needs (McKeachie, 1978). This innovative idea 
seems foreign to many educators, but as qualitative research has shown, 
there is merit in going directly to the source for information. Easton 
et al. (1984) affirm that effective teachers use personal information to 
adjust coursework to individual needs. Exemplary teachers also 
recognize individual efforts to reach the goal, whether the person meets 
with total success or only partial success. Rewarding desired behaviors 
is one way to help ensure such outcomes. 

See Students As Individ. o J: 

Being able to unders:c.Tid individual needs in a crowded classroom 
is tough work. It requires someone with insight, caring, an ability to 
draw our needs, and an adaptive attitude. Excellent teachers do not 
teach the.subject; they teach the student. They know how to introduce 
a general subject, call for questions, and then make adaptations to their 
lessons as necessary to serve that particular group. 

Professor Jim Gray views students as "individuals who want to learn 
about the subjects I teach. In many cases, I view myself more as a mentor 
than a traditional teacher." The idea of being a mentor lends itself 
to individualization. Because he believes that students gain from per- 
sonal guidance. Professor Gray prepares his instruction so that all ap- 
plications will be based on the individual needs of his students. 

Although teachers have specific standards they wish to meet and 
specific material they intend to cover, they realize that each student 
may approach those goals in a different manner, and they respect dif- 
ferences as valuable. Professor Stokes explains, 

I try to accommodate each individual by accepting each individ- 
ual for what and who he or she is. I encourage each to reach 
his potential by doing his best, and I do not compare students. 

Some subjects lend themselves to this ideology better than others. But 
just as it is possible to maintain eye contact in a lecture class of 130 
students, it is possible to maintain an individualized perspective if that 
is the goal of the teacher. 
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Adjust Courses to Individual Needs 

Coursework can be adjusted to accommodate student differences. 
For example, handicapped students may require remedial adaptations. 
Differences in culture, philosophy, and outlook may suggest another 
set of adjustments or accommodations. Often teachers make allowances 
for personal setbacks or external contingencies, such as illness, family 
problems, or learning disabilities: 

I meet regularly in my office with any LD [learning disabled] 
student, in order to trv to find workable methods for ^it par- 
ticular student and to see if that student has sugge^. w^ns for 
me based on previous special education instruction that he has 
received (Professor Rose). 

We have a great variety of learning abilities. I have several ex- 
tra credit assignments and projects for the more able students. 
I also use these more advanced students as peer leaders in the 
business lab to help the slower learners (Professor Gray). 

Meeting personal needs is not easy; it requires conscientious effort, 
even when the teacher is motivated to do it, but great teachers care 
enough to individualizef 

Recognize Effort 

Many people imagine that the best teachers teach the best students 
and that is why they are so successful. Miami-Dade Community College 
serves some of the poorest, some of the most deprived groups in the 
country, with many foreign, minority, and refugee students. It has a 
solid core of typical middle-class students as well. But no one can say 
that the excellent teachers at Miami-Dade are excellent because they 
have an elite student body. In fact, few of the teachers we interviewed 
failed to say that they enjoyed this diversity or the challenge of working 
with such a variety of students. The teachers we interviewed confirmed 
that the diversity demands they reward efforc as well as achievement, 
ever mindful that the achievement will eventually come: 

I try to use as many ways as possible to let students know they 
have given a good effort. I will comment to them in class, write 
comments on their papers, and in general encourage them to 
continue to give their good effort (Professor Stokes). 
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Students respond well to the effort their teachers make to reward them, 
to provide for their individual difFerenceb, and to appreciate their in- 
dividuality. These teachers make success a reality for students. 

TEACHING STRATEGIES 

The point of teaching is to activate students to think, to learn, to 
apply, to evaluate, to synthesize, and finally, to grow. Teachers ac- 
complish these ends through six major strategies: well-organized courses, 
student involvement, higher-order thinking skills, relevancy of applica- 
tion, use of monitoring and evaluation, and flexibility and variety in 
delivery. 

The way courses are structured varies with each professor. But each 
excellent teacher carefully striictures his or her material from simple 
to complex as each new idea is introuaced, so that student success 
is built into the action plan. The goal of student accomplishment acts 
as a beacon in the teachers' planning; everything they do is to further 
the progress of students toward achievement. Professors have been 
known to growl that students do not belong in their classes, that they 
don't have the background (Elbe, 1976). But the excellent teachers 
we studied do not complain that their students don't know enough. 
They fully accept the responsibility of teaching students what they need 
to know about a certain portion of a subject area. 

These professionals carefully organize their courses, making each class 
a necessary step in the total structure. Although the jury is still out 
on the validity of student-centeredness (using student input as the center 
of the curriculum), there is agreement that actively involving students 
facilitates learning (McKeachie, 1978). 

Helping students extend their thinking to new dimensions is another 
way to move students toward achievement. Excellent teachers suggest 
applications of the information or skills that they are sharing in in- 
teresting and relevant ways. Evaluation reinforces learning and pro- 
vides a means to monitor the progress of students. Effective teachers 
carefully plan and execute lessons that add to the content of the course, 
but they maintain flexibility so that they can be responsive to the daily 
needs of their students. 

Offer Well-Organized Courses and Classes 

Brown and Thornton (1963) reveal, in their research on effectiveness, 
that clear standards of performance should be included in the course 
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syllabus. Effective teachers work hard. They take time to prepare lessons 
that put across their messages with a punch. They carefully break down 
what needs to be mastered into small doses that can be fed to students 
bit by bit. They do not use their knowledge 'to impress or intimidate 
students, but carefully reveal it so that it is not overwhelming to novices. 
They tailor "a well-controlled, well-organized situation, where the 
students can perceive a direction and purpose for each class*' (Professor 
Rose). 

I use precise and understandable definitions of new ideas and 
concepts. I write them on the blackboard and allow for class 
discussion. Mathematics is a language, and students should 
learn the terminology used in mathematics to be able to under- 
stand the questions and the textbook (Professor Sanchez), 

From ti e beginning of the semester, these teachers are clear about their 
demands and expectations of studerxts: 

I give them a sheet of general instructions telling all the dates 
of importance, general rules of the games, etc, I give them a 
course syllabus telling which topics and chapters we will be 
covering. I also give them a separate sheet covering how to 
write up the reports I require, all in an attempt to make them 
understand what is expected of them and to have no fear or 
surprises (Professor Huff). 

From start to finish, courses with these teachers are clear, concise, and 
sequential so that students can reach the required standards. 

Get Students Involved 

Student riots in Paris traditionally have centered around the lack 
of involvement allowed students at the Sorbonne. Sitting passively while 
a monotonous professor drones on has had little appeal to students 
for centuries. Easton et al. (1984) concur that effective teachers know 
how to engage student attention and involvement. They find a 
multitude of strategies to engage students in their own learning: 

In the last few years I have been insisting that students bring 
their own texts with them to class, and rather than using the 
overhead projector, I refer them to the text photographs, il- 
lustrations, charts, and diagrams. It seems to be working; they 
are apparently just a little more involved (Professor Toney). 
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1 design many opportunities for students to manipulate the 
new information they are acquiring. This is in the form of 
"hands on" lab work, lots of quizzes and checks, and citing 
relevant newspaper and television material (Professor Weaver). 

Oral exercises are done in class frequently. I use a "round robin" 
approach to insure maximum individual participation. This 
approach helps in identifying individual needs and allows for 
immediate feedback (Professor Ferguson). 

Encourage Higher-Order Thinking 

Teachers with high expectations have high standards as well. They 
want students to learn to think, not just to master by rote sets of facts. 
According to Ellner and Barnes (1983), the purpose of some courses 
is to develop "higher-order thinking skills and cognitive structures" 
in students. To this end, superior teachers program learning activities 
which facilitate creative thought. Questioning techniques are most com- 
mon in this regard: 

1 use Bloom's Taxonomy of Educational Objectives (I. know- 
ing, II. comprehending. III. applying, IV. analyzing, V. syn- 
thesizing, VI. evaluating) as a guide to developing appropriate 
objectives for each class. These action levels of cognitive 
behavior also prove useful in guiding the slower students 
through the necessary steps to bring them up to the level of 
expectation for a given course (Professor Ferguson). 

Using a similar technique, Candido Sanchez gives examples to his 
natural science students that slowly increase in level of difficulty. Draw- 
ing students out of their present thinking patterns into more complex 
ones takes a structured approach, a well-thought-out plan of attack. 
But it certainly is an appropriate behavior among college faculty, and 
the teachers we studied were no exception: 

I ask them questions, knowing that their answers teach them 
more than I can (Professor Weaver). 

Higher order thinking is enhanced by bringing in occasional 
lapses in critical thinking from newspapers, and by analyzing 
anti-learning in popular culture— what mass audiences are ex- 
pected to believe is a satisfactory resolution to serious prob- 
lem but which is in actuality avoidance of the issue (Professor 
Altshuler). 
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I encourage and reward students for creativity in problem solv' 
ing (Professor Gill). 

Colleges, particularly those with heavy liberal arts commitments, are 
interested in teaching people to think. It is part of the mission of higher 
education to propagate innovative thinking. It should be no surprise 
that community college teachers reward high-level thinking skills. 

Make Coursework Relevant 

Excellent teachers believe that students are more likely to participate 
when the material is connected to their personal lives, and they make 
these connections by bringing in practical applications (Easton, 1984). 
Wilson et al. (1975) found that more effective teachers use analogies 
to illustrate their lessons and share examples from their own experiences 
or research. The literature is clear on the virtue of making coursework 
relevant (Bruner, 1960). Students who understand why they are learn- 
ing are more motivated to learn; 

As I see it, the key to making the subject relevant is to first 
understand my students. I try to find out about them, their 
interests and needs, and then relate what is learned to this 
(Professor Stokes). 

Monitor Student Progress 

Monitoring, or keeping track of where students are in terms of the 
goal, is a key ingredient to success. Active teachers vigilantly keep 
abreast of student progress and use pop quizzes and homework to assure 
steady movement toward course goals. They give fair tests that assess 
what they are teaching (Wotruba & Wright, 1975). Many teachers teach 
in general terms (high inference) and then expect students to apply 
the material at specific levels (low inference), without having made any 
transitions in thinking for the students to make the connection (Borich, 
1982). For example, a teacher explains what an astronaut is but ex- 
pects the students to know how to train one. This high inference-low 
inference dilemma may occur often, but effective teachers avoid it by 
consciously helping students see relationships between concepts or be- 
tween questions and concepts. 

Excellent teachers understand that testing is a way of reinforcing 
learning. They construct test items which will build on class skill: and 
use higher-order thinking skills, but only in the context of the material 
thac has actually been covered: 
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I privately review exams to be sure that the material is either 
in the text or was covered in class (i'l l'.v sor Toney). 

In the teaching of mathematics I take little for graui;; ! \ , 
of background and constantly review and reinforce. . . . by 
constructing fair and reasonable examinations, I give students 
an opportunity to experience success (Professor Jack Gill). 

Other aspects of monitoring include keeping students moving at an 
appropriate pace, following up on homework assignments, and giving 
quizzes to review and strengthen learning. 

Monitoring is essential to keep students attuned to their progress. 
Providing feedback has been cited in the literature as a major monitor- 
ing strategy (Easton, 1984). 

In teaching composition, I have part of most assignments writ- 
ten at home by the student, and part written in class. This 
assures me that students are doing their own writing, and it 
gives me the chance to intervene and make corrections and 
suggestions as they are in the process of writing. I also make 
some use of peer evaluation (Professor Rose). 

Feedback, whether oral or written, establishes communication between 
teacher and learner on the attainment of course goals: 

I give students as much feedback as possible, verbally and by 
writing messages on their papers (Professor Stokes). 

Show Flexibility in Planning and Delivery 

Exceptional teachers use a variety of delivery systems (Billips 5l Rauth, 
1984). They alternate lectures, discussion, and audiovisual stimuli with 
student presentations, guest lecturers, and field trips. The teacher 
chooses the appropriate method of presentation with the objectives, 
content, and student group in mind: 

I try to structure the course so that there is a wide variety of 
ways a student's success can be measured, not by tests alone 
(Professor Huff). 

Effective teachers are ready for contingencies, and although unplanned 
activities may be disruptive, these teachers try to incorporate them 
into the lesson. They carefully plan the major points, but remain flex- 
ible about their delivery strategies. These teachers do not neglect fac- 
tors such as the time of day the course is taught: 
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My strategies include lectures, demonstrations, questions and 
aru-wers, and examples. The mix of these will depend on the 
hr) . of the day the class is taught or the course being taught. A 
S):?0 » m. seci* :>n is taught much differently from a 5:30 p.m. 
cliirfs l)ecause c f the diiferences in student population and their 
alertiiC!;?. Each section demands its own strategy, and this I 
play by ear (Professor Gray). 

KNOWLEDGE 

Knowledge is a process, not a product. Effective teachers, although 
knowledgeable in their subject matter and in teaching strategies, under- 
stand that they are lifelong learners. They enjoy learning and find op- 
portunities to share learning experiences often. They are avid readers 
and especially enjoy finding out from one another what techniques 
work best. They participate in workshops, conferences, national teach- 
ing groups, and inservice developmer:^.. They also use their own study 
to model for students the importance of education and the value that 
it holds for them personally. 

Know Subject Matter 

Knowing one's subject is a crucial characteristic of a superb teacher 
(Wotruba& Wright, 1975). However, knowing a subject well appears to 
be so fundamental a quality that little explanation of it is given in the 
literature. We will assume for this study that it can be partially assessed 
by the recognition of others and in scholarly activities in the field: 

I develop curriculum for my department. Some of the material 
being used by my department as the central text has been written 
by me. I am under contract to Prentice-Hall to v.'rite four books 
in the area of English for Special Purposes (Professor Welch). 

I recently had two books published. College Math Review and 
Competency in College Mathematics, I'm currently working on 
an algebra series (Professor Blitzer). 

Enjoy Learning 

We found that effective teachers love to learn. They take other peo- 
pie's classes, read, write, bring in examples of things they have learned 
for their students, and genuinely take pleasure in adding to their store 
of knowledge: 
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When I learn something in front of students (this happens 
often), Vm sure to make a big deal of it, honestly and sincerely 
expressing my pleasure over the whole experience. I push learn- 
ing and expound upon my ideas concerning the joy of lifelong 
learning (Professor Toney). 

Engage in Professional Development 

The teachers we studied are continually involved in upgrading their 
knowledge in their teaching fields. They enjoy swapping "techniques'* 
on how to teach, as well: 

I periodically take courses to refresh and update my knowledge 
and to remain abreast of new trends in mathematics educa- 
tion. I hold memberships in several state and national organiza- 
tions. This keeps me constantly in touch with new ideas (Pro- 
fessor Gill). 

I read journals, go to conferences and conventions in my field, 
take courses in or out of my field (I'm taking aerobics right 
now and leaming a lot from the P.E. teacher), do projects which 
enable me to talk to teachers in other areas and see what it*s 
like to be a student and to learn (Professor Skellings). 

The excitement in learning expressed by .xcellent teachers differs 
somewhat from the attitude of other teachers in a study by Schneider, 
Klemp, and Kastendiek (1981): "While the average faculty members 
espoused an appreciation for humanistic education, virtually none 
described themselves as directly engaged in remedial learning [as did 
the effective teachers]." Our study affirms the zeal that excellent teachers 
bring to the process of learning. 



Literature on improving college teaching through innovation men- 
tions Miami-Dade Community College as a leader in terms of setting 
up a faculty and professional development center (Wilson, 1975). These 
centers have now become fixtures on many campuses and are easily 
accessible resources for teachers searching for information on how to 
change their teaching style or how to find a new method to introduce 
a concept. In addition, mini'grants are offered to teachers with new 
ideas that require some resources to get going. Creative educators have 
put money behind the iJeas they feel are important. 
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The successful teachers we studied at Miami-Dade enjoy putting spice 
into their teaching. They integrate new ideas in a planned, deliberate 
way. They search for new and current information, and they are will- 
ing to take risks in the hope that one of their innovations will pay off. 

IntegTt^a New Ideas 

Most teachers try something new at least once in a while. Excellent 
-achers probably are more thoughtful in how they integrate new ideas 
-ito their routines. They carefully pilot a new strategy, working out 
the bugs in one class before they adapt it wholeheartedly: 

Most new ideas have been around in other guises. Some ideas 
work for a particular group of people or at a particular time 
or some combination of those two. In order to reach as many 
students as possible, one must experiment and change. In 
general I've had fair success with new ideas, which are un- 
doubtedly someone else's old ideas (Professor Weaver). 

I probably abandon more than half of the new ideas that I 
try after one or two attempts. But, because new ideas often 
represent growth, I try to keep my mind open (Professor Toney). 

Search for 'New Strategies 

These excellent teachers read journals, talk to other teachers, take 
others' classes, and actively hunt for new information, techniques, or 
equipment for the sole purpose of improving their teaching. They are 
eager to find ways ro facilitate learning: 

My teaching is a composite of new ideas. The effective ones 
I retain term in and term out. Those that fall flat (and many 
do) are either modified or retired. This results in fresh course 
content. I am i.ever bored with or tired of the same old thing 
(Professor Reich). 

I like variety, and students seem to respond. I usually have 
to give a new approach two or three tries before I can deter- 
mine if it fits my basic style. Generally, I have good results 
(Professor Ferguson). 

Take Risks to Improve Curriculum 

Psychologists often describe teachers as preferring the known, stable 
element, not as risk-takers. In our study we found that excellent teachers 
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are quite willing to reach out to a new idea, especially if it will im- 
prove student achievement: 

I could not stand it if I did not try new ideas. I keep * ^oking 
for and thinking of different ways to present material. Results 
are excellent. Each year I become more effective (Professor 
Bateman). 

I have no hesitation in trying new ideas. I know I can learn 
from others. 1 have incorporated several id'^as of my colleagues 
into iny own teaching strategies. Generally, the results are good 
(Professor Gill). 

The results of our study on excellent teachers show that at least some 
of them prefer to take risks. The best are not se^'^Mi .g a secure profeS' 
sion; they enjoy the pizzazz of novelty, as long as it leads to improve- 
ments in their own competency. 



Our study validates much of the previous literature on excellence 
in te£;ching. There are Feveral qualities not widely researched that we 
found and suggest may be distinguishing characteristics of exceptional 
teachers. First, the positive spirit with which these individuals attack 
their teaching is inspirational. They are **up," happy, satisfied individ- 
uals who do not allow **down" feelings to dampen classroom interaction. 
They leave their problems behind when they enter the classroom, and 
they give full, positive attention to their students. 

Second, rewards for successful teachers are powerful motivators for 
continued interaction with students. The literature is scant on the im- 
portance of this trait, although there does seem to be recognition that 
exceptional teachers are satisfied in their jobs. It is our belief that suc- 
cess is such an enormous source of energy that k cannot be generalized 
by the term satisfaction. It is as if a cycle were created: each student 
success rewards the teacher, who in turn is energized to structure 
another opportunity for student success, and so the wheel spins. 

Third, innovation, while heretofore not solidly linked with excellence 
in teaching, is a common characteristic of successful teachers. Superior 
teachers frequently mention risk-taking behavior in their instructional 
experimentation. The desire to try something new is an essential quality 
in truly creative people, and we encourage examination of this trait 
in exceptional teachers. 
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Our descriptive categorical study of superior teachers documents that 
teachers find powerful motivation in their deep- felt commitment, in 
the goals they set for themselves and their students, in the supportive 
attitude they bring to their teaching, in the integrated perception of 
both the students and their subject matter, and in the rewards that 
they receive from experiencing success with a student. They have refined 
their interpersonal skills to include an objective sense of fair play, an 
ability to listen and respond, a need to establish rapport with students, 
and an ability to demonstrate caring in warm, empathetic behaviors. 
Successful teachers also have well-developed intellectual skills. They 
value individualizing for personal accomplishment, they use effective 
teaching strategies, and they love learning and actively try to experi- 
ment with new ideas. 
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i this volume, we have described a community college which was 
designated an exemplar by a nationally representative group of pro- 
fessionals who have dedicated their careers to the development and 
improvement of community college teaching. The picture we have 
presented is only a snapshot of a complex, moving image— an action 
shot— because this archetypical institution continues to metamorphose 
and to move in new directions even as we compose these final com- 
ments. But this dynamic quality is to a large degree what makes Miami' 
Dade Community College a successful institution. Yet even as it con* 
tinues to grow and transform itself, the college rests on a firm founda* 
tion. A number of researchers and writers define this foundation of 
basic assumptions and beliefs as the culture of an organization (Schein, 



According to Schein, an organization's culture is a learned product 
which develops over time, resulting in a share.J view and collective 
agreement on the correct way to perceive, thir and feel in relation 
to problems of external adaptation and internal integration. Eventually, 
culture evolves into an intrinsic, subtle phenomenon, essentially disap' 
pearing from the realm of explicit awareness. Schein views the basic 
model of culture formation as a matter of leaders consciously embedding 
culture by proposing solutions to problems the members of the organiza* 
tion face. If these solutions work continually, eventually they will be 
taken for granted, become unconscious assumptions, and finally will 
be taught to new members. 

The precedent of innovation introduced by the ^-^'mdi'-^e; president 
of Miami-Dade, Dr. Peter Masiko, establishec ► : :d practices 
which set the stage for the shared culture nov/ d '.^-^i • the college. 
As Schein argues, the initial ability to share : ^ lor cultural 
learning and understanding, but new shared f.xp - ri'. ' b-^gins the for- 
mation of a new culture which becomes character;: that particular 
group of people. As with the reform process led h\ Di. Uobert McCabe, 
succ . to Dr. Masiko and Miami'Dade*s current president, the 
mer . of the work force at Miami'Dade simultaneously faced a prob' 
lematic situation and worked out solutions together and, thus, trans- 
formed the original culture into the present one. During this formation 
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of a new culture, the employees as a ^^,roup experienced learning every 
step of the way which resulted in shared values and beliefs which by 
now are ingrained and, to a large extent, unconscious and practically 
second nature to organizational members. Thus, the culture found to* 
day at Miami-Dade has evolved over time, spearheaded by strong 
leaders who have employed specific mechanisms which enable pi csent 
members of the organization to accept and new members to r/Jopt "the 
way things are done" at the college in order to meet the needs of an 
extremely diverse student population. 

Schein (1985) has defined the techniques that leaders employ to 
develop organizational culture as "embedding mechanisms" which are 
methods of instilling values and assumptions in the employees of the 
organization. The information we have collected in our study of Miami* 
Dade includes strong evidence that President McCabe and his Executive 
Management Team have indeed embedded culture in the sense Schein 
describes by proposing solutions to problems the institution has faced. 
Only because these solutions have continued to work over time have 
the practices, policies, and mission become unconscious elements of 
the culture taken for granted by the inhabitants of the organization 
and taught to newcomers. That is, only elements that solve group pro- 
blems will survive (Schein, 1985). 

An important aspect of culture building should be noted. In order 
to embed a cultural element, a belief, or assumption, the leader must 
possess the ability to motivate the group to try ouf certain proposals 
and actions (Schein, 1983). Therefore, the creation of culture and the 
embedding of cultural elements have to be viewed simultaneously as 
a learning and teaching process (Schein, 1985). Thus, in the develop- 
ment of an organization, a leader must advocate persistently and hold 
tenaciously to his or her basic beliefs and values. The evidence is over- 
whelming that this is exactly what President McCabe and the pr op'.'t 
at Miami-Dade have done in achieving open admissions and i'ig!? 
academic standards. 

Ho»v r^'^isident McCabe and his collaborators actually went a' ;ut 
creating the cultural milieu responsible for formulating the pati. vay 
to the successes at Miami-Dade can be summarized in part by the five 
primary embedding mechanisms defined by Schein (1985): (1) what 
leaders pay attention to, measure, and control; (2) their reactions to 
critical incidents and organizational crises; (3) what they deliberately 
role model, what they teach, and how they coach; (4) the criteria they 
use for allocation of rewards and status; and, finally, (5) the criteria 
they use for recruitment, selection, promotion, retirement, and 
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excommunication. H?:nre, what leaders pay attention to, react emo- 
tionally to, model, reward and punish, and select are the most power- 
ful mechanisms that a leader has for embedding culture. Clearly the 
descriptive data presented throughout this volume substantiate the 
presence of these potent culture-embedding mechanisms. 

According to Schein (1985), five additional mechanisms are used by 
leaders to communicate cultural messages. These embedding techniques 
are also readily apparent in the behaviors which have been enacted 
by leaders over time at Miami-Dade: (6) the organization's design and 
structure; (7) the systems and procedures; (8) the design of physical 
space, facades, and buildings; (9) the stories, legends, myths, and 
parables about important events and people; and (10) the formal 
statements of organizational philosophy, creeds, and charters. The sys- 
tems and programs at Miami-Dade reinforce the cultural assumptions 
of caring about students and generating progress among a diverse stu- 
dent population. The cultural messages from the leaders at Miami-Dade 
are clear and consistent, resulting in unity of purpose and direction 
for the institution. 

As current leadership theory contends, leadership is an interactional 
process in which followers often influence the leader as much as the 
leaders influence the followers. The Roueche-Baker Model of Com- 
munity College Excellence (Figure 1) attempts to depict this interactional 
quality of leadership by presenting five organize, ion al components 
which coexist in a dynamic state: (1) the college climate (a product 
of culture); (2) leadership attributes; (3) teaching qualities; (4) systems 
and programs; and (5) outcomes for students. 

A comparison of the leadership attributes and teacher qualities which 
best describe the subjects studied in our investigation and which ap- 
pear indicative of these components throughout the institution reveals 
striking similarities. Because, as authors on leadership contend, leader- 
ship is a process of inculcating values, attitudes, attributes, and 
behaviors in followers in an interactional fashion, teachers are able 
to bring about the same development of commitment in their students 
that organizational leaders do in members of the organization. That 
is, the qualities of both effective administrators and effective teachers 
are remarkably similar. 

We have found from our studies of both public school and Miami- 
Dade that teachers, in fact, a^^ leaders within the context of their own 
environment because they too inculcnte attitude-shaping values, traits, 
and qualities. The human skills possessed by the Miami-Dade professors 
we interviewed are really what appear to set them apart— the ability 
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to motivate and inspire achievement in others. Both the administrru>t ; 
and professors who participated in the study were described by otl: s 
as inspirational people. Almost always this type of evidence implies 
the quality of integrity, the quality of concern, and the quality of care 
about the well-being of individuals. The teacher in the classroom who 
cares about students is going to have tremendous influence on them 
because people respond to individuals who express sincere concern for 
them. In turn, administrators who sincerely care about the employees 
in the institution are going to influence the responses and motivations 
of organizational members iu an extremely positive manner. 

From strong leadership exerciser! by both the administration and 
the faculty oc Miami-Dade, measurable student success has resulted. 
The efforts of all employees and of members of the community over 
the past decade have led to the creation of systems and programs which 
have produced improved student performance as indicated in higher 
completion ra'res and grade-point averages. Since the reforms have been 
put into place at the college, scores on the state college skills assess- 
ment exam, CI AST, have increased every term. In fact, Miami-Dade 
students earn higher scores than do students from the local univer- 
sities which have admission standards. Suspension rates are down. The 
college reports increased success with students who are significant! / 
underprepared when they enter college. Thus, the findings of our case 
study suggest (1) that directive and supportive systems, coupled with 
excellent performance— on the part of administration, staff, and 
faculty— lead to student success, and (2) that the leadership will con- 
tinue to provide quality and equity in a motivating and dynamic 
environment. 

Hence, the Roueche-Baker Model attempts to depict visually how 
a climate for excellence is directly related to the behaviors of the ad- 
ministrators and the qualities of the teachers and to the resultant 
systems— all of which depend upon a dedicated and loyal support staff. 
Furthermore, our model presents the way in which leadership influences 
behavior throughout the organization toward the development of suc- 
cessful systems, how these systems preside information about students, 
ard how the staff by using the information manages students in such 
a way as to enhance « c-^tional teaching. All of these components 
aid in the development of a culture designed to ensure student suc- 
cess by encouraging effort, performance, and satisfaction along the 
pathway to student goals. 

The success at Miami-Dade began with an organizational willingness 
to scrutinize reality and then to admit that things just were not as 
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they should have been. Even while many insisted at the time that what 
was happening at the college was fine— that students should choose 
freely among courses and, in a phrase, have a **right to fail"— President 
McCabe could not accept the discrepancies in what was then the status 
quo. He saw that the educational system in general as well as the cur- 
ricula at Miami-Dade did not match the needs of society. Recognizing 
that the very'nature of work was changing and required a much higher 
level of skills than previously needed. President McCabe believed in 
the early 1970s, and believes today, that the college would not sur- 
vive without the changes induced by the reform process. Essential to 
his commitment was the concept of open access, which for him is fun- 
damental to the well-being of the country. Thus, he began his cam- 
paign for reform with the premise and gradually convinced others that 
students were valued by the institution. A three-year study and three 
years of interaction with the community and the staff, referred to by 
at least one staff member as "the war," convinced most people of the 
critical importance of the changes which had to be made in order to 
prepare students for the demands of contemporary society, a society 
quite different from that of the past. For President McCabe and the 
Miami •D'^ ^e staff, simply returning to the "good old days" was wrong— 
they belie i'-d education had to be better. 

In this study, we have concluded that the unwavering commitment 
exhibited by Dr. McCabe and the people at Miami-Dade throughout 
an extremely taxing process was the key to their success. In other words, 
establishing the basic mission and philosophy and sticking to it contrib- 
utes more to improving a situation than factors such as how much money 
is available or how conducive one setting is compared Co another in 
achieving excellence. This conclusion was also borne out in our study of 
public schools. Excellence resides where there is commitment and sup- 
port, whether in large or small schools, in urban or rural schools, or 
in schools with high or low socio-economic status. Probably no other 
community college in the world faces the student diversity that Miami- 
Dade does. It has the largest foreign nation representation and the largest 
foreign student enrollment of any community college. It has more minority 
students than any other college in Florida. Hence, if*'inpiit" is considered, 
no college has a niore difficult chore in terms of attempting to meet the 
needs and to id^iitify and correct the academic deficiencies of its learners 
than doesMiaaii-Dade. Yet, this college has made an overwhelming dif- 
ference, demonstrating that access and excellence can be achieved. 

In beginning the reforms. President McCabe made four-decisions, 
to vv-hicli he still adheres: (1) open access had to be maintained, 
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(2) if access were to be achieved, the college had to be much more direc- 
tive, (3) the college had to be more supportive, and, finally, (4) high 
academic standards had to be maintained. These are the four prin- 
ciples upon which the success of the reforms at Miami-Dade rests. 

In our study, we set out to discover, analyze, and evaluate an ex- 
emplary community college. We intended to document how climate, 
leadership, systems, and teaching can be synthesized to produce educa- 
tional excellence. At Miami-Dade we found a culture which stands 
for excellence. This culture has been developed and learned over time. 
We determined that leaders in the college pay attention to student 
success and that computerized systems provide information in order 
that college personnel can make decisions for and with students to 
encourage achievement. We also determined that leaders react well 
to critical incidents and attempt to minimize crises and surprises. We 
discovered that leaders attempt to become roic- models for excellence 
and that considerable teaching and coaching is occurring as college 
personnel attempt to improve performance. We also determined that 
the college has outstanding professors who are dedicated to good 
teaching and to helping their students succeed. We further discovered 
that the college is actively increasing rewards for, and positive expec- 
tations of, all personnel. Finally, we discovered that college personnel 
use current information in an effective way to assist in charting a path 
toward the future. 

Perhaps most important, we found that people make the difference 
in achieving exemplary status for an institution. Excellent teaching 
thrives best in an environment which supports and fosters shared values 
focused on the central purpose of learning. Taken together, specific 
attitudes, approaches, policies, and decisions produce an achievement- 
oriented climate which is conducive to success among students and 
to high morale among staff. The evidence is convincing that at Miami- 
Dade students are truly valued and that the five components— climate, 
leadership, teaching, systems, and student outcomes— work 
synergistically to produce motivation and satisfaction among the peo- 
ple who work there and measurable growth and development for 
learners. 
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